A great leap forward : EFL curriculum, globalization and reconstructionism - a case study in North East China by Zhang, Xiaohong
  
 
 
 
 
A Great Leap Forward: EFL curriculum, 
globalization and reconstructionism 
-A case study in North East China 
 
 
 
  Zhang Xiaohong 
 
 
 
 
 
This thesis is submitted in total fulfilment 
of the requirements for the degree of 
Doctor of Philosophy 
 
 
 
 
School of Education 
 
 
 
University of Ballarat 
PO Box 663 
University Drive, Mount Helen 
Ballarat, Victoria 3353 
Australia 
 
 
 
Submitted in August, 2009 
 ii 
 
Abstract 
 
I have used the name, The Great Leap Forward in relation to my study of English 
as a Foreign Language (EFL) curriculum reform as I have linked economic, 
political and social developments of the late 20th and early 21st centuries in China 
with education developments that have occurred at the same time as the reform has 
been implemented. The EFL curriculum reform that I have researched is based on 
a program of considerable investigation and preparation designed on the basis of a 
balance between English language teaching and learning, curriculum, economic 
development and globalization. I have argued that implementing the current EFL 
curriculum reform is both a necessary process and a challenge for this country in 
the context of globalization, evidenced by China’s becoming a member of the 
World Trade Organisation (WTO) in 2001 and hosting the 2008 Olympic Games. 
Such phenomena have posed challenges for English language education as it has 
shifted its focus from traditional to modern EFL curriculum design to improve 
English competence in the current cohort of Chinese secondary school students.  
 
My focus is on current EFL curriculum reform in secondary schools in a single 
province, Liaoning Province, in North East China. I have explored ways in which 
the current EFL curriculum reform in China has played out in a number of 
secondary schools as China seeks a new balance between the curriculum and the 
country’s social, economic, political and cultural development. Shortcomings in 
EFL curriculum identified by Chinese political and education authorities in 1993 
have been addressed in relation to pressures exerted on its economy under 
globalization forces since it opened its doors to a globalizing world, which has in 
turn influenced English language education. Since the goal of the latest EFL 
curriculum reform is in line with moves towards quality rather than quantity in 
schools’ approach to teaching and learning, this reform embraces concepts and 
strategies of quality education, enhancing students’ comprehensive English 
language competence. I have discussed these concepts and strategies from a 
reconstructionist perspective. 
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In this thesis I have drawn on a number of works, particularly as these relate to 
Phenomenology, to which I have turned as a theoretical perspective to underpin 
my research. Phenomenology has allowed me to enter participant EFL teachers’ 
inner worlds to gain an in-depth understanding of their lived experience, enabling 
me to understand its meaning for teachers as they implement the reform under 
study. This is of some importance as I have been able to approach my research 
questions by means of these EFL teachers’ perspectives, attitudes, feelings, and 
reflections on their professional experience in relation to the reform. My research 
has focused on an investigation of EFL teachers’ experiences as part of generating 
an understanding of the relationship between the reform and globalization.  
 
I anticipate that this thesis will contribute to the research literature on English 
language education in general. I further anticipate that it will contribute to the 
research literature on the possibilities suggested by influences of globalization as 
part of major EFL curriculum reform in China. Part of this contribution may be 
anticipated as feeding into education debates and professional discussions on the 
implementation of the current EFL curriculum reform in Chinese secondary 
schools, in North East China in particular, as I have identified changes that have 
occurred in secondary schools by examining processes of EFL curriculum reform 
and EFL teachers’ perception and attitudes towards change. The implications of 
this sort of debate are not inconsiderable given the enormous nature of the task of 
implementation of the reform of such dimensions.  
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 1 
Chapter 1 Setting the scene 
 
 
 Introduction  
My research is a study of a major English as a Foreign Language (EFL) curriculum 
reform in an area of North East China that I have explored as constituting a Great 
Leap Forward, given its magnitude in the face of influences within a globalizing 
world and China’s increasingly prominent positioning of itself in the world 
economy. I am interested in studying the current EFL curriculum reform in 
secondary schools because of my lengthy personal experience in this field, firstly as 
a secondary school teacher of English in North East China, secondly as a teacher 
ranked at the top of the Chinese national teacher levels, and then as a Visiting 
Scholar in Australia. These experiences have brought me into contact with related 
curricula in different areas and in different countries, which have prompted me to 
reflect in systematic and orchestrated ways on the current EFL curriculum reform in 
China. As van Manen (1990) argues, a researcher’s own experience may 
accommodate the research with hints for linking oneself to the research problem as 
well as to all the other stages of the research (p. 40).  
 
In 2001, I became more aware of issues concerning the reform and its relationship 
with globalization. It was the time that I, ranked as a top EFL teacher in a secondary 
school in North East China, undertook a national level teacher training program in 
Fujian Normal University. This national training program aims to equip leading 
EFL teachers with contemporary education ideas and enable them to understand the 
significance of this reform. Further, the expectation is that these EFL teachers will 
sow the seeds of the reform and spread new education ideas to guide others in 
implementing the new curriculum reform in their respective provinces, cities and 
counties (Ministry of Education, 2000).  
 
Experiencing the three-month national training as well as engaging in one year’s 
research into practice in North East China, I gradually became aware of the purpose 
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of the current EFL curriculum reform in secondary schools, the ways in which it has 
been implemented and what changes it has brought about. There were still some 
issues which I considered to be problematic in relation to teaching practice. 
Implementation of the reform under study has given rise to a growing concern about 
it, reported in the research literature (Hu, 2002b, 2005b; Jin & Cortazzi, 2002; Lam, 
2002; Wang, 2007), a growing concern which I have addressed in my research. 
 
Modernizing curricula to meet challenges of globalization has featured prominently 
in recent education reforms in a number of countries (Moyles & Hargreaves, 1998; 
Wang, 2007; Yonezawa, 2003; Zhong, 2006). Modernization of curricula is an issue 
that has become a focus of China’s education system, particularly in English 
language education (Zhang & Zhong, 2003). I have proceeded on the basis of 
innovation in curriculum signaling new relationships between politics, economics, 
education and language teaching in the context of globalization. These are issues 
that I have explored in my research.  
 
Research questions 
My research project has been designed to explore ways in which the current EFL 
curriculum reform in Chinese secondary schools is linked to globalization, and this 
has become the main question of my research: 
 
        In what ways is the current EFL curriculum reform in Chinese secondary 
schools linked to globalization?  
 
In order to investigate the research question in detail and keep the research process 
focused, I have determined the necessity of identifying teacher understandings of 
policy, curriculum and their own professional practice in relation to these. To this 
end, I have developed subsidiary questions, one of which is:  
 
In what ways has the current EFL curriculum reform in secondary schools 
in China developed?    
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According to Huang (2004), curriculum is dynamic; the current curriculum reform 
is an on-going process as China seeks a new balance between the curriculum and 
the country’s social, economic, political and cultural development. China’s 
increasingly important status on the global stage has highlighted the significant role 
of English in this country in this context (Fong, 2009). I have suggested that the 
processes involved in developing the role of English in China may be indicators of 
effects of globalization, taking the position that this needs to be established by 
investigation. 
 
Consideration of such issues has enabled me to engage in an evaluation of ways in 
which the reform under study has contributed to English language education in the 
area of China under investigation, and from there to an investigation of the second 
subsidiary question:  
 
           In what ways may this EFL curriculum reform be constructed as being 
comparable to The Great Leap Forward? 
 
I have developed these questions to focus on considerations of the most significant 
factors related to my research. My key question regarding ways in which the current 
EFL curriculum reform in Chinese secondary schools may be seen as a response to 
globalization has guided my research. The subsidiary questions have also provided 
guidance regarding ways in which the reform has developed and ways in which it 
may be constructed as being comparable to The Great Leap Forward. 
 
The reform under study has become the subject of increasing interest for 
researchers and educators (Zhang & Zhong, 2003). I have considered that one issue 
that needs to be clarified in this research is that of the different terms used in the 
literature to describe English language teaching and learning. English as a Foreign 
Language (EFL), for example, is ‘the English that people learn for eventual social, 
educational or professional gain, not necessarily widely used in the community in 
which it is being studied’ (Brandt, 2000, p. 10). English as a Second Language (ESL) 
is the English learned when people who come from non-native English speaking 
countries find themselves having mostly to use English (Lock, 1986). English 
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Language Teaching (ELT) focuses on studying ways in which to teach the English 
language to EFL or ESL learners. I have drawn upon the term EFL as it accords with 
the curriculum offered to English language learners in the Chinese context. 
Nevertheless, aspects of ESL and ELT are included in the English language 
education programs in China, as Hu (2005b) argues. These are issues that I have 
explored in the following sections. 
 
Traditional approaches 
  Since English language has become a global language (Nunan, 2003), this has 
influenced English Language teaching and learning (Warschauer, 2000). This 
influence has occurred more impressively in China than in other parts of the world 
as a result of ‘integrating with the world economy at a breath-taking pace’ (Xu & 
Warschauer, 2004, p. 301). Increasing industrial, economic and multicultural 
development has spurred language educators in China to question the EFL curricula 
on which their work has been based, particularly those in secondary schools, which 
my research has highlighted.  
 
   English language teaching and learning in secondary schools has traditionally 
pursued examination-oriented education, which has been designed to cater for the 
demands of college entrance examinations in China (Hu, 2002b). College entrance 
examinations have traditionally tested students’ textbook knowledge, largely 
ignoring the testing of students’ abilities in using and creating language knowledge 
(He, 2002; Lam, 2002). Research into this sort of testing indicates that the students 
taking college entrance examinations and similar tests in English language are 
required to have more competence in Reading and Writing than in Speaking and 
Listening (Wang & Robertson, 2004). The literature indicates that knowledge of 
grammar and language points in relation to college entrance examinations have 
been addressed in detail in curricula and by English teachers in their classroom 
teaching, while students have been concerned with completing grammar and 
translation exercises as well as keeping notes (Zheng & Adamson, 2003). The 
literature further points to a lack of meaningful or interactive activities having taken 
place between teachers and students (Zheng & Adamson, 2003). What has 
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happened is that students have not developed sufficiently competent or proficient 
levels of English language use and usage to meet the emerging challenges of 
globalization, a situation which has given rise to the project of modernizing the EFL 
curriculum across the country (Hu, 2002b; Zhu, 2003). At this point it is necessary 
to give some consideration to more detailed historical features that provide 
important contextual aspects for my research. 
 
Background to this research 
Although China has experienced a number of reforms in EFL teaching and learning 
since the late 1970s, and considerable efforts have been made in regard to 
improving outcomes of college entrance examinations, research indicates that 
examination-oriented education programs still figure in major ways in EFL 
curricula (Hu, 2002b, 2005b). Traditional teacher-centred methods emphasize the 
role of teachers in class while grammar-translation method promotes ‘rote 
memorising, heavy grammar instruction and vocabulary explanation’, the very 
things that Confucian educational ideas advocate (Jin & Cortazzi, 2002, p. 136). 
These sorts of traditional teaching methods do not position students as the main 
stakeholders of education, and they also ignore improving students’ comprehensive 
language competence (Zhan, 2008). Teacher-centred approaches and 
grammar-translation methods are now considered outmoded approaches, 
approaches which restrict students’ development in using language to the extent 
that they are unable to meet the emerging demands of China’s rapid economic and 
social development (Wang, 2007).  
 
Having experienced this form of teaching and learning in EFL, Chinese students 
have found it difficult to communicate with native English speakers, even though 
they hold College English Test Band 4 (CET-4) certificates which represent higher 
levels of English proficiency in China than those of secondary school graduates (Jin 
& Cortazzi, 2002). These same students are dissatisfied with their current levels of 
competence in using the English language, having expected to have had greater 
English proficiency at these levels of accreditation than they indeed have (Zhu, 
2003). According to Mak and White (1996), an increasing number of Chinese 
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students who have traveled abroad for further studies at secondary or tertiary levels 
have limited proficiency in English. These students have found it more difficult to 
accustom themselves to the norms of overseas classrooms, especially in relation to 
interactions between staff and students in the English language in Reading, Writing, 
Speaking and Listening (the four macro skills of any basic EFL course) (Hu, 2005c). 
English proficiency skills have not been as well developed in China as they could 
have been.  
This situation was identified as a shortcoming by Chinese political and education 
authorities in 1993 as far as that EFL curriculum was concerned, a shortcoming to 
be addressed by EFL curriculum reform in secondary schools in 2001 (Adamson & 
Morris, 1997; Hu, 2005b; Wang, 2007). While the reform of 1993 had an 
appropriate focus on English language communication as part of independent 
student learning to deliver ‘quality education’ (Adamson & Morris, 1997; Hu, 
2005b; Jin & Cortazzi, 2002), the programs that it put in place did not achieve the 
expected goals. The reform lacked effective policies, sufficient resources and 
corresponding training in appropriate teaching and learning approaches (Adamson 
& Morris, 1997; Hu, 2005a), so that it had little chance of achieving what it had set 
out to do. It was evident by the turn of the 20th century that EFL curriculum reform 
needed to be developed further than in 1993 in order to enhance students’ 
competences in using the English language in the 21st century (Hu, 2002b, 2005b; 
Li, 2007; Smith, 2007; Wang, 2007) . 
 
Such issues have prompted academics and government education officials to 
question EFL curriculum in China further, particularly in relation to secondary 
schools (Hu, 2005b; Wu, 2001). As Zhong (2006) argues, the curriculum had lost 
its significance and function: the teaching and learning designed around the 
curriculum had come to seem meaningless, and the existing EFL curriculum had 
not been able to meet the needs of the country’s rapid economic, social, scientific 
and technologic developments (Qin, 1999, cited in Wu, 2001), 1 driving a demand 
for further reform of EFL curriculum in secondary schools. It has been argued that 
                                                 
1
 I use a secondary source here to stress the lasting contribution made by that work in its being still 
cited by scholars, suggesting its influences on the literature in this field. Where I have done a similar 
thing with other secondary sources, I mean this to indicate the currency of such original work. I 
make this point here rather than repeat it through the thesis. 
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such reform should be designed to respond to increased demand for improved 
English language teaching and learning in the context of globalization (Hu, 2005c), 
a point which I have addressed in more detail in Chapter 2.  
 
The pressures of globalization means that English language teaching and learning 
continues to play a significant role in China (He, 2002; Jin & Cortazzi, 2002). Hu 
(2003) argues that English has increasingly gained priority over other subjects and 
disciplines in China in the last two decades, and that this has occurred because 
English is seen as a valuable resource for promoting modernization for the country 
as a whole, while students perceive it as integral to ensuring their personal 
well-being in their own futures. There has been an unprecedented demand for 
English language competence development and this has influenced education 
reform in this area (Hu, 2002b, 2005c; Wang & Robertson, 2004). EFL curriculum 
reform in China has been focused on making basic changes to support new 
institutions and systems, rather than hold onto traditional ones and rely on 
adjustments and amendments as suggested by Klein (1994). Contemporary EFL 
education reform efforts have been associated with new ways of thinking about 
reconstruction of curricula in the context of demands of globalization on the 
country (Xu & Warschauer, 2004). The aim has been to cater for new demands 
emerging from international education markets which China now confronts. Two 
significant events in China’s economic history have been its entry to the World 
Trade Organization (WTO) in 2001 and its hosting of the 2008 Beijing Olympic 
Games, both of which have drawn world attention (Adamson, 2004; He, 2002; Lam, 
2005). I have argued that these two events have become catalysts for accelerating 
the implementation of this latest EFL curriculum reform, which I have discussed in 
more detail in the following section.  
 
Historical context: The Great Leap Forward  
China has experienced dramatic economic development since it opened its doors to 
the globalizing world, which has in turn influenced English language education 
(Lamie, 2006). According to Jin and Cortazzi (2002), the focus of English language 
education in China in the 1980s and 1990s was on quantity, while in the late 1990s, 
it changed to focus on quality, which included: 
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[R]eforming and simplifying the curriculum, lessening homework loads and developing more 
rounded education; recognizing class work in addition to the end-of-term examinations for 
assessment; and emphasizing creativity, imagination, thinking and independent study skills (p. 57).  
 
The goal of the latest EFL curriculum reform is in line with this move towards 
quality rather than quantity in schools’ approach to teaching and learning, 
embracing the idea of quality education, with the aim of enhancing students’ 
comprehensive competence in using the English language. In comparison with 
previous reforms, this shift is an unprecedented transformation in curriculum in 
China, a point which I have further discussed in Chapter 2. I have described this 
reform as The Great Leap Forward, introducing this term in reference to a major 
political, social and economic movement in the late 1950s in China (Bachman, 
1991). Neuman’s (1997) view is that researchers can use the same concept across 
different cultures and different historical eras, and when this occurs such concepts 
will be extended or coloured with new meanings by these researchers. Such new 
meanings are based on the researchers’ knowledge, experiences and their life in 
particular cultures and historical eras (Neuman, 1997). I have drawn on this view to 
inform my research.  
 
 
The term, The Great Leap Forward, describes the political, social and economic 
movement of 1958 to 1959, which was launched using a major propaganda 
campaign (Bradley, 1990). In the 1950s, very soon after modern China was 
established in 1949, the country implemented a number of fundamental economic 
strategies as part of that movement, which analysis has shown to be one of 
neglecting the balance between consumption and promotion, and between the needs 
of urban and rural areas (Chow, 1993). The radical and unfeasible strategies 
pursued saw massive scale economic instability and unrest in China (Bachman, 
1991), born of immature and underdeveloped policy making (Dietrich, 1986). 
 
The aim of the 1958-59 Great Leap Forward was to drive China immediately from 
the socialism that it had established in 1949 into communism, where it was 
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envisaged that people would have the right to control the factories and lands as well 
as the produce of both, as Bradley (1990) states. It was envisaged that this approach 
would keep both industrial growth rates and agricultural output high, as it continued 
the social revolution, called, ‘Walking on two legs’ (Dietrich, 1986, p. 122). This 
political-economic movement stood for: 
 
[A] particular strategy of economic development and resource allocation, which includes high levels 
of investment, high production and investment, decentralization, industry aiding agriculture, 
self-reliance, and emphasis on medium- and small-scale, as opposed to large-scale, factories 
(Bachman, 1991, pp. 2-3).  
 
I have used the name, The Great Leap Forward in relation to the EFL curriculum 
reform under study as I have linked economic, political and social developments of 
the late 20th and early 21st centuries in China with education developments that have 
occurred simultaneously, in ways similar to those that occurred alongside The 
Great Leap Forward. The EFL curriculum reform that I have researched is based on 
a program of considerable investigation and preparation on the basis of achieving a 
balance between English language teaching and learning, curriculum, economic 
development and globalization. 
 
As part of that Great Leap Forward, 2.5 million social, economic and political 
leaders around the country were assigned menial jobs or sent to the countryside, 90 
million people learned steel making, and 20 million peasants migrated to the cities 
(Dietrich, 1986). This massive reallocation of labor and resources caused massive 
disruption to the economic system as Dietrich (1986) explains. That Great Leap 
Forward was driven by the belief that everything could be accomplished 
immediately, a denial of the economic laws that say that this is not the case 
(MacFarquhar, 1983). Indeed, that Great Leap Forward was a package of policies, 
every component of which the Leap expanded at the expense of the others until the 
whole system was unable to bear it, resulting in the collapse of the economy 
(Bachman, 1991). 
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In the late 1950s, China had just embarked on the path of developing an economy 
based on the first Five Year Plan of 1953 to 1957. During such a short period 
allocated to such great change, China had little capacity to manage or absorb any 
real political, economic or social upheaval, and this includes The Great Leap 
Forward of 1958-59, which has been described as ‘one of the most extreme, bizarre, 
and eventually catastrophic episodes in twentieth-century political history’ 
(Bachman, 1991, p. 2). Tsang (2000) considers that since the economic 
development in China in the late 1950s did not match the accelerated development 
as The Great Leap Forward campaign in 1958-59, China’s economic decline was 
unavoidable at that time.  
 
The Great Leap Forward that I have described in relation to EFL curriculum reform 
has similarities with the movement in 1958-9 in that they are both national 
experiments, but it is not to be assumed that they are similar in scope or ideology. 
The reform that I have researched is based on a program of considerable 
investigation and preparation which has been designed to achieve a balance of 
English language teaching and learning, curriculum, economic development and 
globalization. China has learned lessons since the 1950s from politics, economics, 
culture and education; this is learning which has allowed it, figuratively speaking, 
to grow up (Tsang, 2000). China’s increasing economic success since the late 1970s 
has empowered it to the extent that it has been able to seek a greater role on the 
global stage, as its entry to the WTO and hosting 2008 Beijing Olympic Games 
have indicated (Economy, 2005). I have explored issues associated with this in 
greater detail below. I have argued that a political stability and harmonious 
economic and social environment as well as feasible and managed policies and 
strategies have further provided an appropriate platform for implementing the 
reform under study. 
In using the name A Great Leap Forward for the current EFL curriculum reform, I 
have sought to emphasize the idea that both movements may be seen in relation to 
national experiments, but with different outcomes to be anticipated (Tsang, 2000; 
Ministry of Education, (2001a). It is a term that suggests a certain scope and range 
in my examination of the notion of education and economic development as 
balanced entities. The current EFL curriculum reform was initiated as a result of 
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China’s shift in its positioning on the world stage requiring that it measure up to the 
challenges of English as a global language and its rapid development in the context 
of globalization (Hu, 2003). By adopting the name of The Great Leap Forward of 
the1950s in relation to the reform under study, I have claimed that this latest 
curriculum reform may be represented as a real and significant other Great Leap 
Forward in China. I have argued that implementing the current EFL curriculum 
reform is both a necessary process and a challenge for this country in the context of 
globalization. In using the term A Great Leap Forward, I have attempted to provide 
a contrast between the two events in different times and different domains. My aim 
has been to present a dynamic picture of China, which has experienced various 
significant changes since the late 1950s, not only in economics, politics and culture, 
but also in education, particularly in the latest EFL curriculum reform (Lam, 2005; 
Tsang, 2000).  
 
WTO and 2008 Beijing Olympic Games  
The WTO is the largest economic organization in the world, which integrates trade 
and business among its members as the single authorized and institutional  
infrastructure of global economic systems (Wang & Robertson, 2004). China’s 
entry to the WTO has been designed to result in ‘openness, competitiveness and 
innovativeness in the business, legal, and other sectors of the People’s Republic of 
China (PRC) developing economy’ (Pang, Zhou, & Fu, 2002, p. 201). Entry to the 
WTO is instrumental, as far as China is concerned, in meeting the challenges of and 
assuring success in the global marketplace (Wang & Robertson, 2004).  
 
Since the late 1970s, China has become a major player in economic competition 
within a globalizing world (Asia Society Business Roundtable Council of Chief 
State School Officers, 2005). Entry to the WTO has produced a more open market 
for more foreign technology, services and materials, including education services. 
As Wang and Robertson (2004) put it, this integration spurs education in China to 
accommodate more human resources needs in order to establish fundamental 
commercial capacities. Being a member of the WTO has posed challenges for 
English language education, with particular focus on modernizing EFL curriculum 
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to improve English proficiency.  
 
Since English is an essential and prominent factor influencing processes of reform 
and modernization on a global stage (Gil, 2005), the Chinese have turned to English 
proficiency in its people as an indispensable instrument for interaction with foreign 
countries in business and economics in the context of globalization (Hu, 2007; 
Wang & Robertson, 2004). English proficiency has, accordingly, become the focus 
of education reform. The 2008 Olympic Games were held in Beijing, a stimulus to 
the concept of general English proficiency among Chinese people (Hu, 2005b). As 
Jin and Cortazzi (2002) argue, English would be pivotal in 2008 in welcoming 
foreign visitors. English proficiency is not only of importance to students and 
young adults, it is a desirable proficiency that has been extended to all ages and 
occupations (Jin & Cortazzi, 2002). As Kang (1999) suggests, English has never 
before had such a significant status in China, arguing that this language will 
continue to play a paramount role in China because of 21st  century globalization 
pressures. It is a significant factor of the background of the EFL curriculum reform 
currently being implemented.  
 
China has demonstrated its capacity to participate successfully in international 
affairs, particularly shown in the entry to the WTO and hosting the 2008 Beijing 
Olympic Games, with its successes in here providing new challenges for the 
country to confront. A reformed EFL curriculum has emerged (Xu & Warschauer, 
2004), linking English language education with world contexts (Wang & Robertson, 
2004). This is also in line with Hargreaves’ (1997) statement:  
 
More than ever today, schools cannot shut their gates and leave the troubles of the outside world on 
the doorstep. Schools can no longer pretend that their walls will keep the outside world at bay (p. 5). 
 
Drawing on this perspective, I have positioned EFL curriculum reform in the 
context of globalization; I have not examined it as an education phenomenon 
isolated and disconnected from its wider social context. 
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Purpose of my research 
My research focuses on the implementation of the current EFL curriculum reform 
which was introduced to secondary schools in China in 2001. Curriculum reform is 
concerned with ‘an updating of content, the selection of a new text, or a revised 
curriculum emphasizing new or additional skills and knowledge’ (Klein, 1994, p. 
19). Reformed and reforming curricula is a common way of improving student 
skills, as well as developing intelligence and creativity (Demidenko, 2007).  
Curriculum is expected to engage challenges of social and economic development, 
and to develop students’ present and future intellectual and academic competence 
as it provides the necessary cultural foundations for this to occur (Zhong, 2006). 
According to Klein (1994), curriculum reform specifies what has to be changed. 
This may be done as follows:  
 
First, some possible reasons are suggested why the status quo is so persistent. Then some alternatives 
in curriculum design are identified from the curriculum literature which would change the status quo, 
and finally, some fundamental changes are identified which must occur if curriculum reform is to 
become a reality (Klein, 1994, p. 20).  
 
I have examined the current situation of EFL curriculum in secondary schools in 
North East China as it presents in the teaching and learning conducted in these 
schools. I have also investigated the rationale for modernizing EFL curricula as 
response to issues that have emerged in the context of globalization. To this end, I 
have examined relationships between politics, economics, and education in general 
and English language education in particular by analysing relevant documents such 
as government policies, curriculum statements, and EFL teachers’ perceptions and 
attitudes.  
 
In doing so, I have foregrounded processes involved in the reconstruction of EFL 
curriculum, investigating whether there is indeed a Great Leap Forward in this 
reform in comparison with previous ones. I have also surveyed EFL teachers’ 
understandings and evaluations of this reform in relation to their professional 
practice. I have done this though an analysis of a completed questionnaire and 
transcripts of taped interviews with teachers, which have enabled me to focus on 
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EFL teachers’ beliefs, perceptions and attitudes as they pertain to this reform. In 
particular, given the ascendancy of English language, I have examined teacher 
perceptions of the potential of the EFL curriculum reform to position Chinese EFL 
curriculum reform in the context of globalization as it presents in China.  
 
The significance of the research 
Although political and economic development in China has increasingly attracted 
international attention over the last two decades, a review of the research literature 
suggests that little of that attention has been directed to studies of education reform, 
particularly as this relates to English language education (Xu & Warschauer, 2004). 
Research that has been conducted in this area has focused on overviews of EFL 
curriculum reform, and not addressed in detail (He, 2002; Hu, 2003, 2005b, 2005c; 
Jin & Cortazzi, 2002). The research literature indicates little empirical research on 
this reform as it has been carried out in regional contexts, such as that of North East 
China. Even less has focused on the current EFL reform in Chinese secondary 
schools from a perspective of reconstructionism. The research that I have examined 
does not focus on new and constantly evolving and developing relationships 
between globalization and this curriculum reform. My research has taken up such 
issues on a number of levels of significance which are detailed below. 
 
Firstly, my research contributes to the research literature as it focuses on English 
language education as it compares with a radical political, social and economic 
movement in the late 1950s. This is a bold move in its combination and comparison 
of academic and political-economic domains in different times. Bachman (1991) 
argues that The Great Leap Forward was a radical and unrestful era in 20th century 
Chinese political history, noting that this is a sensitive issue in contemporary China 
(Kanbur & Zhang, 2005). I have taken this need for sensitivity into account in my 
research, having approached my discussion of this movement as a lesson that China 
has needed to learn from.  
 
Secondly, my research explores the influences of globalization as part of major EFL 
curriculum reform in China. My work provides a timely analysis of new 
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relationships between politics, economics, culture and education that include this 
shift in EFL curriculum, given China’s entry to the WTO as it embraces processes 
of globalization and what this entails. Traditional language education ideas are 
deeply rooted in educational practitioners’ consciousness in China (Modiano, 2000), 
and my research investigates ways in which these practitioners accept new 
education ideas. 
 
Thirdly, my research may influence the implementation of the current EFL 
curriculum reform in Chinese secondary schools, in North East China in particular. 
I have identified changes that have occurred in secondary schools by examining 
processes of EFL curriculum reform and EFL teachers’ perceptions and attitudes 
towards change. In doing so, I have discovered fertile grounds for further scholarly 
research. My research, then, may feed into current debates and professional 
conversations at government, bureaucratic and school levels on particularly salient 
features and intent of the EFL curriculum reform as it applies in the schools 
themselves.  
 
The structure of the thesis 
In this chapter, I have first explained the reasons for taking up this research with a 
brief description of my personal experience. I have then introduced the research 
questions and the purpose of my research, discussing the significance of the 
research and its potential as contributing to knowledge, and giving a brief outline of 
my research project.  
 
I have presented a review of the research literature on globalization, economic and 
political as well as education development in the Chinese context, and the role of 
English and English language education in China in Chapter 2. I have reviewed the 
literature on research undertaken on the issues that I have outlined to date, and this 
has enabled me to position my research within the existing body of research 
literature. 
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In Chapter 3, I have discussed curriculum and curriculum reform to include 
concepts of curriculum, curriculum development and curriculum implementation. I 
have also explored language pedagogy in relation to EFL curriculum reform, 
including an examination of teaching and learning approaches based on 
sociocultural perspectives and task-based learning.  
 
I have described my methodological approach in Chapter 4, outlining my 
theoretical stance and my rationale for adopting a qualitative approach. I have 
particularly highlighted phenomenology as a theoretical perspective to inform the 
conduct of my research, and reconstructionism as a theoretical perspective to 
underpin my considerations of curriculum and EFL curriculum reform in China. I 
have also discussed issues of trustworthiness in that chapter.  
 
In Chapter 5, I have illustrated the research method that I have used, that of case 
study method. In that chapter I have discussed my rationale for case selection, my 
strategies for data collection, and the conceptual tools used for data analysis as well 
as ethics considerations. 
 
I have engaged data analysis from Chapters 6 to 10, that data having been collected 
from school sites in two contrasting regions in North East China, and from relevant 
policy and curriculum documents. A number of themes have emerged from the data, 
and I have discussed them under the headings of lived space, lived other and lived 
time, based on van Manen’s (1990) concept of lifeworld existentials. I have done 
this as part of phenomenological constructs that have informed the conduct of my 
research.  
 
In Chapter 6, I have presented the analyses of the data from policy statements and 
curriculum documents, teasing out the features and intent of the new EFL 
curriculum. In Chapter 7, I have represented the data from a questionnaire which 
addresses participant EFL teachers’ lived experience. From Chapters 8 to 10, I have 
presented the analysis of data from interviews with participant EFL teachers. In 
Chapter 8, I have discussed the data in relation to the theme of lived space. In 
Chapter 9, I have discussed the data in relation to the theme of lived other 
discussing stakeholders in this reform as students, parents, principals and 
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governments. In relation to the theme of lived time presented in Chapter 10, I have 
focused on temporal ways of teachers’ lived experience of the reform under study.  
 
In the final chapter of this thesis, Chapter 11, I have discussed my research 
outcomes and issues to be faced as well as suggestions for further study within 
Fullan’s (2007) ten elements of successful change in relation to my research 
questions from reconstructionist perspectives. In the following chapter I have 
presented my review of the research literature.  
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Chapter 2 Literature Review 
 
Introduction 
My research focuses on ways in which the EFL curriculum reform currently being 
implemented in Chinese secondary schools is linked to globalization. In this 
chapter I have presented a review of literature which pertains to the development of 
that reform as being comparable to a Great Leap Forward. To this end, I have 
reviewed the literature on globalization and extended my discussion of it to 
economic, political, cultural and education domains, particularly in relation to the 
influences of globalization on these in the Chinese context. I have also examined 
the literature in relation to the role of English and English language teaching and 
learning in China in the context of globalization. 
 
A review of the literature shows an increasing emphasis on research into English 
language teaching and learning in China the 1990s (He, 2002; Hu, 2005b; Luo, 
2007; Mak & White, 1996). Common issues that have been raised in such studies 
are policy changes (Hu, 2005b; Lam, 2002, 2005; Wang, 2007); the status of 
English in China (Adamson, Bolton, Lam, & Tong, 2002; Jin & Cortazzi, 2002; 
Kang, 1999; Nunan, 2003); professional development of EFL teachers (Lamie, 
2006; Ran, 2001; Zhan, 2008; Zheng & Adamson, 2003); and pedagogy and 
strategies of EFL teaching and learning (Hu, 2005a; Savignon, Savignon, & Wang, 
2003; Wang & Bergquist, 2003; Zheng & Adamson, 2003; Zheng & Davison, 
2008). Despite this sort of mounting interest, my review of the literature indicates 
that there is little scholarly research on ongoing EFL curriculum reform in Chinese 
secondary schools, particularly in North East China. There is also a lack of attention 
in the literature in relation to this reform from a reconstructionist perspective, with a 
similar lack of empirical studies of possible relationships between globalization and 
the development of the reform under study. While a number of scholars have 
referred to the importance of China’s entry to the WTO and hosting the 2008 
Beijing Olympic Games (Luo, 2007; Zheng & Adamson, 2003; Zheng & Davison, 
2008),  the literature shows  a lack of research that would specifically link these two 
 19 
events and the major EFL curriculum reform that I have studied, let alone engage a 
comparison between such events and the 1950s Great Leap Forward, as I have. I 
have detailed these issues below. 
 
Globalization 
The concept of globalization has drawn scholars’ attention since 1990s (Altman, 
1999; Block & Cameron, 2002; Giddens, 1990; Held, Anthony, Goldblatt, & 
Jonathan, 1999; Kubota, 2002; Robertson, 1992; Robertson & Scholte, 2007), with 
no real agreement on its meaning (Cheng, 2004; Robertson & Scholte, 2007), but 
globalization can be generally comprehended as reworking space and time in the 
face of increasing international flows in goods, business and human resources 
(Stromquist, 2002). The literature does make the point that the processes of 
globalization are ongoing and not yet complete (Giddens, 1990; Harris, Leung, & 
Rampton, 2002; Held et al., 1999; Robertson, 1992), as these processes forge 
interdependence and interconnection across national boundaries, at the same time 
as local changes are wrought (Altman, 1999; Block & Cameron, 2002; Giddens, 
1990; Held et al., 1999; Kubota, 2002; Robertson, 1992). Robertson (1995) 
contends that globalization is the integration or interconnection between the global 
and the local. Globalization ‘has infused the ever-present need to learn about each 
other with an urgency and emphasis like no other in history’(Arnove, 1999, cited in 
Crossley, 2000, p. 319).  
 
Globalization, then, is a complex phenomenon which has been linked in the 
literature to a number of profound social, political, cultural and economic changes 
(Altman, 1999; Ngok & Kwong, 2003; Okano, 2006; Robert, 2005; Waylen, 2004). 
Held (1995) points out that globalization challenges not only development within 
the world’s economies but also a range of developments in law, political 
decision-making and cultural traditions. In a similar vein, Okano (2006) contends 
that globalization is responsible for increasing and improving movements between 
nations with regard to culture, economy, education, and a number of other domains. 
The literature suggests these as key factors to be considered in relation to 
 20 
globalization (Altman, 1999; Lo Bianco, 2000; Robert, 2005; Robertson, 1992; 
Waters, 1995), and these are the factors on which I have concentrated.  
  
   
A number of scholars see globalization as a trend (Chase-Dunn, 1999; Chase-Dunn 
& Babones, 2006; Enderwick, 2006); others see it as a transformation (Bartelson, 
2000; Held & McGrew, 2002; Mittelman, 2000). Still others see it as a movement 
(Rondinelli & Heffron, 2007), and similar such phenomena (Carnoy, 2000; 
Robertson, 1992, 1995; Robertson & Scholte, 2007). Enderwick’s (2006) view of 
globalization is that it is a trend moving the world’s countries towards a single, 
integrated and interdependent unit. Rondinelli and Cheema ( 2003, cited in 
Rondinelli & Heffron, 2007) state that globalization is ‘the movement toward 
greater interaction, integration, and interdependence among people and 
organizations across national borders’ (p. 1). Although there is no agreement in the 
literature on the concept of globalization itself (Bartelson, 2000), there is a common 
perception that globalization is a phenomenon that allows interrelation and 
association across national boundaries resulting in local transformation through 
cooperation or communication (Carnoy, 2000; Robertson, 1992, 1995; Robertson 
& Scholte, 2007). The literature tells me that globalisation is an intense form of 
international relationships forged between countries and their governments, as well 
as those countries’ and governments’ ecological, social, political, cultural and 
education movements, be they official or unofficial in status. The literature suggests 
that the complexities of the sorts of interrelationships forged under the umbrella 
concept of globalization has generated a number of tensions out of expectations 
raised by the possibilities that globalization offers to governments and government 
agencies as they negotiate its parameters. I have drawn on such common 
perceptions of globalization to inform my research.  
 
I have approached the idea of globalization in my research as a phenomenon which 
has spread throughout the world in as number of domains, including education, 
influencing international, national and local configurations, with changes such as 
Chinese EFL curriculum reforms initiated to cope with its requirements. As Dale 
(1999, cited in Ngok & Kwong, 2003) argues, globalization is ‘a set of new ideas, 
rules and practices that may affect education policy-making’ ( p. 162), as 
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educational adaptations are made to new contexts. According to Scholte (2003), the 
concept of globalization provides researchers with an analytical tool for obtaining 
an understanding of relevant social, political economic or cultural change as it 
occurs in the contemporary world, and education change in particular. Such is the 
context for my research.  
 
As a number of scholars (Angus, 2004; Chang, 2006; Giddens, 1990; Khan, 2004) 
argue, globalization is an irresistible force that researchers may explore as a 
contemporary phenomenon on a world stage. I have drawn on this work to develop 
a better understanding of the EFL curriculum reform, which my research has 
focused on, by situating it in broader, indeed global, political and economic as well 
as cultural and education contexts than a study isolated from such considerations 
allows for, so that globalization and the reform under study are assumed in my 
research to be closely related. I have discussed the interrelatedness of these aspects 
below. 
 
Economics 
The literature shows economists representing globalization as a new type of world 
economic system through the activities of corporations and organizations across the 
world (Chase-Dunn, 1999; Kellner, 2002; Turner, 2000; Waters, 1995). 
Warschauer (2000) argues that globalization is a new economic order that has taken 
the place of past ones, based on global manufacturing, management, and production 
and consumption. Enderwick (2006) states that globalization is ‘a process of 
growing internationalization of economic activity resulting in high levels of 
interdependency between countries and markets’ ( p. 6). Both of these scholars 
acknowledge the significant role of economics in relation to globalization.  
 
In Waters’ (1995) view, countries’ economies are dominated by international 
cooperation and organizational practices that have turned the world into ‘a single 
market for commodities, labor and capital’ (p. 51). Economics encompasses a 
number of dimensions such as those of the market, of capital, of labor, of 
production, and of commodities. Labor is one of main components of these 
(Enderwick, 2006; Lee, 1997), being the activities engaged by workers in relation 
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to the process of promoting ‘economic growth and accumulation’ (Beneria, 1981, p. 
25). Labor forces have conventionally been defined as workers who engage in these 
activities in relation to that process (Beneria, 1981), but who, under the influence of 
globalization, have become more commodified. My research is in relation to the 
current EFL curriculum reform in Chinese secondary schools which focuses on 
promoting student development. Students are represented as future labor forces, as 
suggested by Steinberg, Greenberger, Garduque and McAuliffe (1982). I have 
taken up the education and training of labor forces that are becoming increasingly 
commodified in relation to economic demands within globalization as one of issues 
in discussing economics in globalization to inform my research.  
 
Within constructs of globalization in the literature, labor forces are themselves 
commodities (Beneria, 1981), and play such a role in the economic systems that 
operate in a globalizing world as far as a country’s economic growth or 
development is concerned (Hanushek & Kimko, 2000). In the context of 
globalization, labor forces are no longer only devoted to the production of material 
commodities but have been turned to in new ways in the development of 
commodities services (Waters, 1995). Such shifts require labor forces to have 
relevant applicable skills for engaging challenges associated with the sorts of 
changes faced with globalization pressures. As Rees, Fevre, Furlong and Gorard 
(2006) argue, ‘Economic competitiveness…is dependent on a highly skilled labor 
force’ (p. 927). Castells (1996) argues that new requirements for the quality of labor 
forces in relation to their skills as workers play a vital role in helping globalizing 
economies succeed. Such requirements have also posed challenges for education 
(Furlong, 2005; Ilon, 2000; Waters, 1995). As Hanushek and Kimko (2000) argue, 
the quality of labor forces is based on quality of education as education is ‘a direct 
input into production’ (Hanushek & Kimko, 2000, p. 1187). It is a view that adds a 
particular dimension to education, that of ‘input’ to production processes, that 
further guides me to focus on issues of labor forces and their quality as part of the 
reform under study.  
 
My research addresses developing students’ comprehensive English language 
competence for the demands that are placed on the 21st century citizens in China 
through learning English as a school subject, which indicates that this extra 
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dimension of quality labor forces has meant that the role of such competence has 
been extended to one that is to be considered in relation to citizenship. EFL 
curriculum reform then takes on a feature of a means to enhance the quality of labor 
forces, based on students as China’s future quality labor force and good citizens. 
According to Ke, Chermack, Lee and Lin (2006), China’s history as a semifeudal 
and semicolonial society, and its agrarian economy, within an uneven political 
context, provided a context for the production of a labor force of low skills, 
particularly where there was no formal education for workers (Ke et al., 2006). 
Since 1949, and the late 1970s in particular, China has experienced a remarkable 
economic development, implementing economic reform and an openness to the rest 
of the world policy, both of which have called for different sorts of highly skilled 
labor forces which would serve the purposes of ‘diversification of enterprise 
ownership’ such as state- and collectively-owned enterprises and multinational 
corporations (Ke et al., 2006, p. 42). This sort of shift has posed challenges for new 
education systems, a major part of which positions curriculum reform as working 
towards the development of a corresponding quality of China’s labor force.  
 
As Warschauer (2000) argues, the sorts of multinational corporations now 
operating in China require relevant, practical and applicable skills appropriate to 
the needs of a high level of international communication, and one of these relates to 
English language competence. I have considered the need for highly skilled labor 
forces in the context of globalization in relation to English as a subject, in particular 
the emphasis in the new EFL curriculum on addressing students’ comprehensive 
English language competence. As Hanushek and Kimko (2000) argue, the quality 
of a labor force can be measured from one of two sources: ‘measures of schooling 
inputs (such as expenditure or teacher salaries) or direct measures of cognitive 
skills of individuals’ (p. 1186). According to the Ministry of Education (2001a), 
students’ comprehensive language competence includes developing students’ 
cognitive skills, as I have discussed in Chapter 6. Students are expected to use their 
comprehensive English language competence to help China to be competent in 
international communication systems as part of a globalising movement. The 
country’s entry to the WTO is a salient example of this, as is hosting the 2008 
Beijing Olympic Games. The literature has enabled me to position my research as 
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directly linked with issues of the quality of China’s labor force as it participates 
more fully in the economic activities of a major player in a globalising world.  
 
The literature suggests that the market is another main economic component in 
discussing globalization, being the place where interactive operations occur  
in the context of globalization (Altman, 1999; Cohn, 2005; Enderwick, 2006). 
Economists use the evidence of an increasing interaction between markets in 
different countries to explain globalization (Robertson & Scholte, 2007). 
According to Wong (2004), markets in China have experienced a series of reforms 
since the country implemented its open door programs in the late 1970s, reforms 
which range from rural reforms to transformations in urban economies, from 
reforming welfare to reforming labor markets, enterprise and price, and a shift in 
focus from domestic to global markets. In the course of these reforms, China has 
gradually shaken off its hallmark features of economic shortages, turning this into 
economic surpluses, and in doing so has been able to focus on what it has perceived 
as inevitable global economic competition, actively preparing itself for its entry 
into the WTO (Wong, 2004). This sort of change indicates the scope and range of 
influences of globalization on China’s markets, as they have been driven towards 
global markets. As I have discussed above, such shifts call for different qualities in 
the country’s labor forces to cope with challenges that all of this has posed. As I 
have discussed in Chapter 1, China’s entry to the WTO is one of the main events 
which has driven the EFL curriculum reform, as the country needs labor forces with 
competent English language competence to support its competitiveness in 
international commerce. The reform under study is in such ways positioned as part 
of developing current students’ comprehensive language competence in using 
English before they become members of labor forces that are to engage the 
demands that entry to the WTO present. I have taken up markets as another issue in 
relation to EFL curriculum reform in relation to globalization as informing my 
research. 
 
The literature also treats information technology as playing an increasingly 
significant role in globalization, pointing to the remarkable development in this 
field as intruding on everyday life, including those of teachers and students 
(Chase-Dunn, 1999; Mok, 2003). Without the electronic technological capacities of 
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the Internet to accommodate commercial enterprise needs for fast and efficient 
capital flows across national borders, that is, the fast capitalism that is the hallmark 
of globalization (Robertson & Scholte, 2007), current configurations of corporate 
enterprise could not exist. The possibilities of these same technologies intrude on 
education activities, as this is integral to the education of the next generation of 
labor which is expected to be skilled in technology as it applies to commercial 
activities. Education programs incorporate the development of such skills in 
students, generally with television, computers and various forms of Internet 
facilities, singly or in combination, playing their part in the development of 
technology literacy as well as English language skills (Chase-Dunn, 1999; Mok, 
2003). Schools, for example, are urged to employ a multimedia approach in 
classroom teaching and learning, using computers with CD-ROM drives, videodisc 
and video players and recorders, iPods, blackberries, and so on (Adair-Hauck, 
Willingham-McLain, & Youngs, 1999), on the understanding that such multimedia 
facilitate meaningful collaboration and cooperation in Listening, Speaking, 
Reading and Writing at the same time as they provide vivid and dynamic visual and 
audial engagement with language (Pusack & Otto, 1997). Multimedia can provide 
learners with a rich virtual cultural context to engage in relevant oral and written 
discourse in order to communicate in virtual contexts (Garrett, 2001).  
 
The literature looks to the Internet used around the world and its concentration on 
telephones and videos as having enlarged opportunities for more teachers and their 
students to approach English on a daily basis as they formally and informally 
engage the language through material to be found there (Warschauer, 2000). The 
literature has investigated a variety of successful trials in the use of handheld 
devices, such as mobile telephones, iPods, MP3 players and other such items, to 
assist in language learning (Chinnery, 2006, cited in Wishart, 2008). The reported 
successes of such trials indicate that using such devices can support English 
language teaching and learning in positive ways (Wishart, 2008). As Meunier (1994, 
cited in Adair-Hauck et al., 1999) says, ‘Multimedia thus has the capability to 
stretch our curriculum beyond the traditional walls of the classroom and to integrate 
much needed sociolinguistic authenticity into our programs’ (p. 271). My 
explorations of teacher implementation of EFL curriculum reform is consistent with 
the sorts of benefits of multimedia to be used in classroom teaching identified in the 
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literature. What is not considered in the literature, though, is the ways in which such 
features of the new curriculum reform as described in the curriculum documents 
and policy statements cannot be applied as local variations in a globalising world 
have come into effect, to the detriment of the capacities of remote and rural regions 
of North East China that lack the necessary infrastructure, and even the funds, to 
carry out this feature of the new curriculum. It is an issue that has emerged in my 
research.  
 
Services are another important issue to be considered in relation to globalization. 
As Dossani and Kenney (2007) argue, services are ‘the next great wave of 
globalization’ (p. 4). Service provision includes various aspects of infrastructure, 
health, education, and transportation (Dunleavy, 1994). According to Ho and Lo 
(1987), services play a significant role in promoting economic development, 
influencing other parts of the economy. The literature on services in the context of 
globalization emphasize an international type of provision (McLaughlin & 
Fitzsimmons, 1996), and they are ascribed as requiring high standards in rapid 
economic development, emphasizing a concern with service quality (Rondinelli, 
2007). Services developed to such levels require the underpinning of an education 
and training infrastructure that will produce well-educated labor forces in service 
delivery as they engage increasingly high standards that are part of economic 
development in the context of globalization (Dossani & Kenney, 2007). Such labor 
forces need to possess relevant competence to engage such requirements (Dossani 
& Kenney, 2007), an issue, which has emerged out of my research, as discussed 
below.  
 
According to Ho and Lo (1987), services in China were regarded as ‘a 
non-productive remnant of capitalism’, ignored in the last thirty years as far as 
Chinese economic development was concerned (p. 29). Until the mid-1980s when 
China opened its doors to the world, service delivery had been only gradually 
addressed in an economic development that moved away from depending solely on 
production (Hu and Lo, 1987). Hosting the 2008 Beijing Olympic Games 
foregrounded services as an important feature in China (Zhang & Zhao, 2007). As 
Ren (2008) argues, the 2008 Beijing Olympic Games posed challenges for various 
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infrastructures in China during its bidding and hosting processes, which included 
services. Such a shift in the role of services in China indicates the country’s 
perception of this as linked to the global world, engaging international standards. 
Such a change has applied pressures on education in China, on EFL teaching and 
learning in particular, as part of demonstrating China’s capacity to deliver the 
quality of services, particularly in relation to service provision to international types 
and standards. More intellectual foci by labor forces are then required for this 
aspect of economic development, particularly for workers’ comprehensive 
competence in what is now a global language. Labor forces with such English 
language competence have played no small part in ensuring the international 
success of the Games in 2008. It is a feature of economic development development 
in China that has figured prominently in informing my research.  
 
International communication, as an important requirement for modern labor skills, 
has been a major factor influencing economic development in the context of 
globalization (Block & Cameron, 2002). In the literature, English is represented as 
a component of human capital as a valuable commodity on the labor market 
(Adamson, 2001a; Block, 2004; Block & Cameron, 2002; Grin, 2003; Imam, 2005). 
English in China is represented as an indispensable skill for the betterment of 
personal well-being in the context of globalization (Adamson, 2004; Jin & Cortazzi, 
2002), but it has wider implications for a skilled labor force. The literature suggests 
that improving English language competence will produce competence in 
international communication, and that it cannot be underestimated (Chan, 1999). It 
is an indication of the commercial dimensions of English language study suggested 
by globalization, where English language is no longer a practical skill to be 
developed or not, but a commodity upon which competent English language users 
may trade in a globalising world. The benefits for the country as a whole with a 
commodified student cohort in English language studies, then, takes on even 
greater significance in a globalising world. I have drawn on such concepts as they 
pertain to globalisation and English language study as it manifests in policy and 
curriculum statements regarding the overall goal of the current curriculum reform 
in Chinese secondary schools. The stated aims are to develop students’ 
comprehensive language competence. I have argued that the national benefits of 
achieving such aims are tied to globalization issues. 
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Politics 
The literature refers to politics as ‘a highly territorial activity’ (Waters, p. 122), 
pursued by the power or government in a given state (Cohn, 2005). Politics is: 
 
[T]he most powerful form of globalization, because it is a process whereby the autonomy of the 
nation-state is being radically reduced and its sovereignty eroded. In some ways it is a consequential 
effect of other forms of globalization (Olssen, Codd, & O'Neill, 2004, p. 8 ). 
 
This perspective indicates the salient role of politics in any discussion of 
globalization. According to Kelly (1999), politics is linked to the state, policies and 
social process as well as economic development, so that the state and policies are 
two central elements to be considered in relation to politics and globalization. The 
current EFL curriculum reform in China is based on policies designed to enable 
EFL teachers and other stakeholders to take up this curriculum implementation 
throughout secondary schools in China. I have, then, taken up such issues to discuss 
politics as they play out in relation to globalization to inform this research.  
 
The state is an entity that engages ‘economic regulation, political power and culture 
formation’, central issues to a discussion of politics in relation to globalization 
‘when national political boundaries are increasingly porous to flows of capital, 
commodities, people and information’ (Kelly, 1999, p. 389). As Held and McGrew 
(2002) argue, the state is a significant feature in relation to politics and 
globalization. Waters (1995) argues that the state is most important when it comes 
to establishing activities in the areas of international relations and political culture, 
indicating the interrelationship of the state and international relations, and linking 
this to considerations of politics in relation to globalization. As Held and McGrew 
(2002) suggest, relations between states have played a key role in political issues as 
they pertain to international relations which have increasingly become part of the 
politics to be engaged in relation to globalization (Held et al., 1999; Turner, 2000; 
Waters, 1995). According to Woodward (2003), international interactions form the 
main focus of activities between states, playing dominant roles in a global system 
(Robertson & Scholte, 2007; Waters, 1995). The literature suggests a number of 
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issues to be pursued in relation to the political body that is contemporary China, and 
the state’s role in international relations in a globalizing world. A political focus on 
China has enabled me to emphasize the influences of globalization on economic, 
political and education development, the context of the reform under study. Such 
investigation has helped me to address issues of China’s international relations, the 
significant role that China may play in a globalizing world and particularly its entry 
to the WTO and hosting the 2008 Beijing Olympic Games. I have raised these 
issues in Chapter 1 and detailed them further below. 
 
Policies, as strategies of governments, play another important part in considering 
politics in globalization. As Kettl (2000) argues, globalization challenges 
government decision-making in relation to policies. National policies are required 
to move a state at international levels at the same time as they need to be tailored to 
local conditions and the demands of diversity that this implies (Kettl, 2000). It is a 
key issue regarding the formulation of policies in the context of globalization which 
I have taken up to inform my research. According to Hutschenreiter and Zhang 
(2007), China adopted a policy of reform and openness in the late 1970s, driving it 
to engage in foreign trade and investment and eventually to its entry into the WTO. 
Such a shift has turned China’s economy into the most open, large, and developing 
one now in the global world (Hutschenreiter & Zhang, 2007). From 1949, when 
modern China was established, to 1976 when Chairman Mao died, policies were 
dominated by the Central Government, and this included education domains (Mok, 
2002). Key features of such central policy contexts in China regarding education 
are:  
 
(1) [P]rovision of core funding; (2) setting student enrolments for each institution; (3) approving 
senior staff appointments; (4) authorizing all new academic programmes; and (5) managing the 
student assignment process (Wei, 1997, cited in Mok, 2002, p. 261).  
 
Since China embraced the rest of the world in the late 1970s, it has turned to policy 
contexts of decentralization on the basis of acknowledging the deficiencies of its 
policies of centralization (Mok, 2002). As Jun and Wright (1996) argue:  
 
Linkages of local and national actions to global changes require institutional changes that take into 
account the decentralization of intergovernmental relations. In the centralized system of governance, 
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the national government may not be very responsive to the needs and ideas of sub national 
governments. It is necessary to reform governing structures and processes in order to allow more 
autonomy at the local level so that local administrators can learn to become effective in solving local 
problems and active in promoting international activities. Centralized governments, in general, 
respond slowly not only to domestic but also to international problems (p. 4).  
 
According to Mok (2002), the state has offered local governments and education 
departments more flexibility and autonomy, providing a framework to promote its 
development, at the same time allowing other non-state organisations and 
individuals to be involved. This is an issue that I have taken up in my research in the 
two different regions within North East China that I have selected for focus. The 
policies regarding the curriculum reform have been initiated by the Central 
Government, but they have also been tailored by the provincial and local 
governments to engage the diversity in their individual context, which I have 
discussed further in Chapter 9. 
 
The literature also suggests that tensions are inherent features of policies at 
international, national and local levels in various fields. As Cichowski (1998) 
argues, tensions between international, national and local policies have been 
evident in a globalizing world. I have drawn on this idea in conducting my research, 
where policy statements have played significant roles in establishing a new EFL 
curriculum system, thereby influencing the professional activities of the teachers 
who are to implement it. I have examined such tensions that have emerged as 
national policy statements, as big picture proposals, that have been unable to deal 
with the complexities of local requirements and attention to details of 
implementation that this implies, in particular in the Chinese context. I have 
discussed this further in Chapter 9.  
 
Culture 
In the literature, culture is represented as ‘a product of social interaction’ 
(Robertson, 1992, p. 35), generated from human interaction in a given society. 
Culture emphasizes relevant exchanges of symbols which include culturally 
constructed values as these relate to knowledge, tastes, and values (Robertson & 
Scholte, 2007; Waters, 1995). The concept of culture provides a real, feasible and 
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grounded stance for a given society to display its languages, customs and practices 
(Hall, 1986). Robertson and Scholte (2007) consider culture as: 
  
[T]he ways in which people give meaning to their lives. More concretely, it consists of many types of 
symbols that human beings can learn from each other. Among these are the knowledge, tastes, and values 
that communities share (p. 258).  
 
The literature suggests that culture is influenced by globalization in ways similar to 
those in relation to economics and politics, but it is a field which is different from 
that of economics and politics. As Waters (1995) points out: 
 
It is clearly not the case that culture, as an arena differentiated from economics and politics, has ever 
been totally globalized, it has nevertheless shown a greater tendency towards globalization than either 
of the other two arenas (pp. 124-125). 
 
Culture in relation to globalization may be seen as the ways in which people engage 
symbolic forms to interpret social experience, a process of being that is increasingly 
salient in contemporary times with the spread of symbolic products and related 
ideas on a global scale (Robertson & Scholte, 2007). That spread focuses on 
promoting the exchange of cultural symbols among people in the world, 
influencing changes in local cultures and identities (Green, 1999; Nijman, 1999; 
Robertson, 1995). Such views as presented in the literature have provided important 
insights for me to pursue in my research in relation to exploring ways in which 
culture in China has been influenced by globalization, and particularly, the role of 
English as a cultural symbol in a globalizing world, and in the Chinese context. As 
Olssen et al. (2004) argue, globalization, at the cultural level, ‘involves the 
expansion of Western (especially American and British) culture to all corners of the 
globe, promoting particular values that are supportive of consumerism and capital 
accumulation’ (p. 6). According to Bush and Qiang (2002), Confucian ideas as 
traditional features of Chinese culture have a long history of influencing various 
aspects of life in China, particularly in education domains. Confucian ideals address 
‘the virtues of benevolence, propriety, respect for social hierarchy, and 
commitment to collective interests’(Egri & Ralston, 2004, p. 213). As Tweed and 
Lehman (2002, cited in Han, 2008) state, Confucians consider education as a means 
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to enable people towards the development of virtuous behaviours so that they may 
achieve individual success and social harmony. Confucianism stems from 551 BC, 
the time that Confucius was born more than 2,500 years ago, and his education 
ideas constitute the core of education that dominates Chinese society (Cleverley, 
1991, cited in Bush and Qiang, 2002). In its long distinctive history and in the last 
50 years in particular since it was established, China has engaged an isolated system 
resistant to external influence of such things as Western culture (Bush & Qiang, 
2002). Until it had engaged the policies of reform and openness in the late 1970s, 
which inspired ‘individual achievement, materialism, economic efficiency, and 
entrepreneurship’ (Egri & Ralston, 2004, p. 214) and led to its unprecedented 
economic development, China had allowed Western ideas to have more influence 
than before in various fields, including that of education. Bush and Qiang (2002) 
suggest that the national context plays a significant role in considering Chinese 
education changes as it is important in measuring education policies and their 
implementation. Such policies are to be considered in an examination of issues of 
culture, specifically in the context of globalization. I have drawn upon such 
perspectives to gain an understanding of tensions between innovations and 
traditions experienced by participant EFL teachers in implementing the reform 
under study, which I have discussed further from Chapters 6 to 10.  
 
As Lee (2005b) argues, globalization as a complex phenomenon where the 
contemporary world is linked to ‘the past movements of people and ideas around 
the world’, which position globalization ‘within a certain historical context’ (p. xv). 
At the same time I have considered that such influences have posed challenges for 
EFL teachers and students in China in relation to developing intercultural 
knowledge and learning English so that they can take up responsibilities in 
engaging challenges for China posed by globalization.  
        
According to Nijmam (1999), economic development, particularly that of 
information technologies in the context of globalization, allows the acceleration of 
rapid development of cultural features, which influences local cultural development 
as well. The literature, then, suggests another issue to be considered in discussing 
globalization: glocalization. Glocalization is the term used to describe the local 
application of features of globalization (Harris & Chou, 2001), where a global 
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perspective is adapted to local contexts (Mok & Lee, 2003). As Robertson (1991, 
cited in Lim & Renshaw, 2001) argues, glocalization is ‘interpenetration of the 
universalisation of particularism and the particularization of universalism’ (p. 12). 
Lingard (2000) defines glocalization as, ‘The interactions and interconnections 
between local, national and global levels that are mediated by the local and national 
history and also by relevant political factors’ (p. 81). Such discussions in the 
literature represent glocalization as the interconnections between global and local 
cultures that foreground a complex interaction within a globalizing world (Lim & 
Renshaw, 2001).  
 
The literature is not consistent in its defining of glocalization as it applies in 
different areas for consideration. Socially speaking, glocalization may be seen as 
ways in which social actors construct meanings, characteristics and institutional 
structures (Giulianotti & Robertson, 2006). In relation to culture, glocalization may 
be seen as cultural differentiation in a global world (Giulianotti & Robertson, 2007). 
In economic terms, it is concerned with ‘the creation of products or services 
intended for the global market, but customized to suit the local cultures’ (Wordspy, 
2002 cited in Khondker, 2004, p. 15). The literature indicates that glocalization as a 
multidimensional term where distinctive localism is recognized in a global context 
(Lim & Renshaw, 2001). I have highlighted the issue of glocalization in relation to 
cultural fields as this is the focus of my research. China actively promotes processes 
of globalization as it ascribes a significant role of the English language as a cultural 
symbol in its own response to what it sees as a salient feature of a developing new 
culture in globalization. My research has examined ways in which the reform under 
study has been implemented by EFL teachers in Chinese secondary schools, 
particularly by those in schools located in North East China. Taking up issues of 
glocalization has allowed me to gain understanding of a particular aspect of the 
reform under study, and that is how this has played out in local applications in the 
region of North East China in which I have conducted my research. This has 
allowed me to investigate ways in which constructing ‘specific “local” forms of 
identity’ may be identified in the context of globalization, as suggested by 
Giulianotti and Robertson (2006, p. 172). In the following section I have discussed 
education in relation to globalization.  
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Education 
The literature suggests that it is not sufficient to explain a country’s development in 
relation to global trends in economics and politics (Cheng, 2004; Green, 1999), 
implying that systems of education not only cannot be ignored, but are to be 
stressed in relation to globalization (Demidenko, 2007; Green, 1999). According to 
Carnoy (2000): 
  
Two of the main bases of globalization are information and innovation, and they, in turn, are highly 
knowledge intensive. Internationalized and fast-growing information industries produce knowledge 
goods and services. Today massive movements of capital depend on information, communication, 
and knowledge in global markets. And because knowledge is highly portable, it lends itself easily to 
globalization (p. 43).  
 
As Bottery (2006) argues, ‘The new economy, then, is a ‘knowledge economy’, the 
new capitalism is ‘knowledge capitalism’, and such a knowledge economy, 
however, will bring more flexibility in career and more movement between jobs’ (p. 
104). The literature suggests the significant role that knowledge has to play in 
globalization (Bottery, 2006), such as in relation to the structure and the quality of 
labor forces around the world (Lyotard, 2006). Education is the means used by a 
society to assist children, who are the learners, to survive in the world (Durkheim, 
2006). Durkheim (2006) defines the concept of education as: 
  
[T]the influence exercised by adult generations on those that are not yet ready for social life. Its object 
is to arouse and to develop in the child a certain number of physical, intellectual and moral states 
which are demanded of him [sic] by both the political society as a whole and the special milieu for 
which he [sic] is specifically destined (p. 80).  
 
The literature also represents education as a commodity in relation to economic, 
politic and cultural issues in considerations of globalization (Rizvi, 2005), 
describing it as ‘one of the most globalized of all social institutions’ (Robertson & 
Scholte, 2007, p. 366). According to Tsang (2000), education plays a key role in 
developing human contribution to production and supporting scientific and 
technological development of markets in a globalising world. Education is to 
engage ‘knowledge audits’, determining what to learn and what to know in relation 
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to labor, and such education allows the transfer of such knowledge and 
understanding (Bottery, 2006, p. 104), particularly in the context of globalization.  
 
The literature represents changes that have occurred in education throughout the 
world as being influenced by globalization, particularly as they appear in pedagogy 
used to promote knowledge transmission (Carnoy, 1999, 2000; Carnoy & Rhoten, 
2002; Green, 1999; Lim & Renshaw, 2001; Stromquist, 2002). As Lim and 
Renshaw (2001) argue, globalization has shifted emphases in pedagogy in relation 
to ‘learning to build new knowledge and new possibilities, learning to deal with 
change, learning with others’ (p. 13), all of which the literature emphasises that 
people are required to be equipped with to engage challenges of globalization (Lim 
& Renshaw, 2001). The literature highlights the interrelationship between 
education and knowledge in the context of globalization, which has drawn me to 
such issues in my research on the current EFL curriculum reform as part of the field 
of education. Within traditional pedagogical perspectives in China, teachers are 
positioned as ‘knowledge holders’, embracing ‘teacher-centred, book-centred, 
grammar-translation methods’ and addressing ‘deep understanding and repetitive 
learning’ (Anderson, 1993 cited in Zheng and Davison, 2008, p. 5). The literature 
suggests that such traditional pedagogical perspectives cannot engage challenges of 
globalization (Hu, 2005a, 2005b). EFL teachers are then encouraged to shift from 
traditional pedagogical perspectives towards modern ones that embrace 
student-centred and task-based teaching approaches in the reform under study, 
which I have discussed in detail in Chapter 3. 
 
Global transformations of education have increasingly required children to develop 
new skills to prepare them as highly qualified 21st century citizens (Suárez-Orozco 
& Qin-Hilliard, 2004). Children’s lives and experiences are linked in the literature 
to various aspects of a global world as being influenced by economic, political and 
cultural development (Suárez-Orozco & Qin-Hilliard, 2004). The literature 
represents the role of education as being to develop children’s comprehensive 
competence as successful learners in relation to their ‘cognitive skills, interpersonal 
sensibilities, and cultural sophistication’, being responsive to processes of 
transformation in their local contexts as these have been affected by globalization 
(Suárez-Orozco & Qin-Hilliard, 2004, p. 2 ). As Cheng (2004) states, education in a 
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global world aims to develop a person with global knowledge and wisdom, one who 
will be able to compete locally as well as globally. I have drawn upon such 
perspectives to inform my research in relation to public articulations of what the 
reform under study has been intended to achieve. This reform aims to develop 
students’ comprehensive language competence, rather than just knowledge and 
skills in EFL, with a focus on improving the quality of labor forces and 21st century 
citizens, which I have detailed in the foregoing and further in Chapter 6.  
 
According to Demidenko (2007), economic development in the context of 
globalization calls for the improvement of the quality of education. Such 
considerations have attracted increasing attention to education policy-making and 
reconstructions of curriculum (Carnoy, 1999, 2000). As Burbules and Torres 
(Burbules & Torres, 2003) say, a growing understanding of globalization has posed 
challenges for relevant policies in relation to ‘evaluation, financing, standards, 
teacher training, curriculum, instruction, and testing’ (p. 17). Education changes in 
China, including the reform under study, are designed to engage the country’s rapid 
economic, political, cultural development, and with that certain implications for 
preparing students for being qualified citizens in a globalizing world as suggested 
by Rizvi (2005), which I have discussed below. My review of the literature on 
globalization in relation to economics, politics, culture and education has allowed 
me to engage an investigation of globalization and its influences on education in 
particular—of ways in which the current EFL curriculum reform is linked to 
globalization—on the basis of curriculum documents and policy statements as well 
as participant EFL teachers’ experience. I have discussed this further from Chapters 
6 to 10.  
 
To sum up, the literature indicates that education plays one of the most significant 
roles in social and economic development within nation-state contexts (Carnoy, 
1999; Demidenko, 2007; Henry, Lingard, Rizvi, & Taylor, 1999; Rizvi, 2005). As 
Armstrong (2005) argues, a nation’s economic, political and social development is 
strongly influenced by the quality of its education. Torres (2002) argues that 
education in nation-state contexts has been ‘shaped by the demands of preparing 
labor for participation in its economy and to prepare citizens to participate in the 
polity’ (p. 363). Each nation or local community has its distinguishing features 
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(Cheng, 2004). Such views have allowed me to turn to an examination of the 
literature on the Chinese context in relation to its economic, political, cultural and 
education development, and to foreground these as the context for the reform under 
study. 
 
Economic-political development  
My review of the literature has identified a number of scholars who have 
approached issues of economic and political development in China (Dietrich, 1986; 
Hunnum, 1999; Jacobs, Guopei, & Herbig, 1996; Roseman, 2005; Wang & 
Robertson, 2004; Zhou, 2008; Zhu & Dowling, 1998). My review of the literature, 
has identified an absence in the published research that would specifically link 
economic and political development in China in the past ten years with curriculum 
development, EFL curriculum development in particular. The literature does, 
though, present an overview of relevant economic and political contexts in which 
the EFL curriculum reform that is the focus of my study has been initiated and 
implemented.  
 
China is a country which occupies two-thirds of the population of all developing 
nations, having a history of civilization of thousands of years (Lin, Cai, & Li, 2003; 
Qi & Tang, 2004). The literature consistently refers to China as having experienced 
a turbulent history in relation to economic-political development in the second half 
of the twentieth century (Kanbur & Zhang, 2005). Kanbur and Zhang (2005) divide 
this history into the following phases:  
 
…1949-56 (revolution and land reform), 1957-61 (the Great Leap Forward and the Great Famine), 
1962-1965 (post-famine recovery), 1966-78 (Cultural Revolution and transition to reform), 1979-84 
(rural reform), and 1985-present (post-rural reform, decentralization, and opening up to trade and 
foreign direct investment) (p. 90).  
 
I have explored ways in which this reform may be comparable to The Great Leap 
Forward. I have described economic development as part of The Great Leap 
Forward of the late 1950s in Chapter 1, setting the stage for my examination of the 
reform under study as a basis from which to conduct my comparison. In the 
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following section, I have highlighted the rapid economic and political development 
since the late 1970s, when China opened its door to the rest of the world. Such 
consideration has enabled me to foreground economic and political contexts in 
which the reform under study has occurred in early 21st century in China.  
 
The literature shows that before the late 1970s, China had focused on the 
development of a self-sufficient, small–scale economy, accompanied by a 
closed-door policy, a course of action which limited the growth of the domestic 
market and prevented the establishment of international markets (Jacobs et al., 
1996). Since the late 1970s, China has engaged reform, having instigated a policy 
of opening up as it has implemented a series of economic reforms designed to drive 
it towards what it has called The Four Modernizations program (Li, 2007, p. 150). 
The program is based on a number of features, ‘ industrialization and maketization 
of economic life, development of science and technology, and social 
reconstruction’(Qi & Tang, 2004, pp. 465-466). China has seen extraordinary 
success in this shift from a centrally-planned economy to a market-oriented one 
(Lin et al., 2003; Qi & Tang, 2004; Vidovich, Yang, & Currie, 2007). It has also 
seen a shift from constant revolutions to booming capitalist activities; from a third 
world country to one of competitive economic imperialism as part of the First 
World (Hui, 2006; Mathew, 2005). The literature indicates that China has achieved 
remarkable transformation in economic development, particularly in its domestic 
economy, and it is this transformation in relation to EFL curriculum reform that I 
have explored as part of my research.  
 
China has also achieved rapid growth in commercial domains on a world stage 
(Adamson, 1995; Dewen, Cai, & Gao, 2007), having established a number of 
successful multinational corporations that enjoy both global and local market 
success (Sham, 2007). According to Hale and Hale (2008), China has become ‘a far 
more important economic player now than Russia then’ (‘Then’ here refers to the 
late 1990s) (p. 6). The literature explores the economy of China as having 
developed dramatically in the 1990s playing a key and influential role in the early 
21st century global economy (Hale & Hale, 2008). According to the reports of the 
Asia Society Business Roundtable Council of Chief State School Officers (2005), 
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China’s economy has consistently been on the rise: ‘Between 1990 and 2004 
China’s economy grew at an average rate of 10 percent per year, three times the 
world average, and in recent years (2001-2004) China has accounted for one-third 
of global economic growth’ (p. 8). The China Daily Online (2007) reports that the 
Chinese economy remained in good shape in the first half of 2007, as China's gross 
domestic product (GDP) grew 11.9 percent in the second quarter and 11.5 percent 
in the first six months of 2007. These points highlight China’s economic position, 
‘Few other countries have been able to match the pace of China's sustained 
economic growth and China has become a major player in the global economy’ 
(Mathew, 2005, p. 1).  
 
China’s successes in economic development have both contributed to and been the 
outcome of its economic reform and opening. This is a transformation from its 
previous position as the greatest opponent of globalization into the most powerful 
advocate of it (Overholt, 2005), a transformation made possible by China taking 
advantage of globalization. With its economic success through more active and 
more positive diplomacy, China has attained a greater status on the international 
stage than previously (Economy, 2005). As Zhou (2008) states, ‘In the globalized 
economy, China and the United States are increasingly interdependent, with the 
stability and growth of their economies holding the balance of the world economy’ 
(p. 112), a view that emphasizes the significant global role of China. China’s entry 
to the WTO and successfully hosting 2008 Beijing Olympic Games has further 
emphasised that significant role in the world, which I have described in more detail 
in Chapter 1.  
 
The literature indicates that when this situation is set against developments in the 
1950s, China’s rapid progress in economic-political development is even more 
remarkable. According to Ehrich (2003), any phenomenon is to be understood 
within its specific context, an idea which I have drawn upon to position the reform 
under study in a Chinese context characterized by rapid economic and political 
development. I have considered that such a context has allowed the reform under 
study to be perceived as being comparable to The Great Leap Forward. My 
literature review has also guided me to explore ways in which curriculum in China, 
including the reform under study, has developed to engage China’s rapid economic 
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development and its own increasingly significant role in a globalising world. As 
Tsang (2000) points out, education development is inevitably linked with economic 
and political development in the larger Chinese social context. In the following 
section I have turned to a discussion of education development in China. 
 
Education development 
My review of the literature shows that China administers the largest education 
system in the world as it serves 26 percent of the world’s students (Asia Society 
Business Roundtable Council of Chief State School Officers, 2005; Bush, Coleman, 
& Xi, 1998; Rastall, 2006; Yang, 2002). Although China’s education has a long 
history, 80 percent of the population in the 1940s was estimated to be illiterate, and 
in the 1980s, people over the age of 15 had received only 7.8 years of education 
(Asia Society Business Roundtable Council of Chief State School Officers, 2005). 
In all that long history, China’s education system had not been accessible to large 
sections of the population, and the estimated 20% literacy rate suggests a focus on a 
Chinese elite. The literacy rate in 2005 was above 96 percent of the population, with 
93 percent having received a nine year basic education (Asia Society Business 
Roundtable Council of Chief State School Officers, 2005). Education in China has 
rapidly developed since the late 1970s, not only in relation to literacy rates but also 
in overall terms, including EFL curriculum reform (Chan, 1999; Wang & Bergquist, 
2003). I have given a brief consideration of education development in China below, 
specifically addressing the current curriculum reform. Such literature has provided 
me with a basis from which to explore ways in which the current curriculum reform 
has developed. 
 
China has experienced constant education change since the country itself was 
established as a modern nation-state in 1949. In Maoist times, education served 
politics, considered a vital principle and insisted upon (Ngok & Kwong, 2003). 
Ideological absolutism dominated education (Adamson & Morris, 1997). The 
literature takes up its discussion of this issue as being represented by revolutionary 
education informed by political perspectives born of ideologies that had become 
entrenched in China’s political, social, economic and cultural system. Politics 
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dominated all fields of Chinese life, embedded in revolutionary education born of 
Maoist interpretations of Marxist, Communist and Socialist idelogies that would 
aim to eliminate class differences (Adamson & Morris, 1997; Tsang, 2000). 
According to Tan (2007), ideological absolutisms ‘refuse and exclude alternative 
possibilities’ as they establish ‘cultural and political hegemony’, by this very action 
justifying ‘the destruction of the other’ (p. 233). According to the literature, China 
aimed to get rid of the influences of those ‘pre-Revolutionary’ ideas and to embrace 
‘socialist ideology’ (Adamson & Morris, 1997, p. 6). Education was used as a 
strategy by governments to promote national development, as it would prepare 
well-educated labor forces to take up responsibilities for national construction and 
development (Adamson, 2004). People who considered  education as a means of 
promoting social development would be considered as selfish and pursuing 
capitalism, both of which were criticised in China as Ngok and Kwong (2003) 
describe. Education was to serve politics and the public, not  individual financial 
gain (Ngok & Kwong, 2003).  
 
Since the late 1970s, education in China has increasingly played a pivotal role in 
promoting social and economic development, particularly in engaging challenges 
of globalization (Adamson, 2004; Hu, 2002b, 2005b). According to Tsang (2000), 
education in China is the key to the ‘human input to production’ and to ‘the 
development of science and technology’, represented in developing students’ skills, 
knowledge and wellbeing (p. 4). To this end, the Chinese education system has 
been reformed, starting with the first nine years of compulsory education, and 
decentralization and diversification in education administration and education 
provision (Hu, 2005b; Tsang, 2000, 2001). The major goal of education since 1978 
has, then, constantly and successfully turned to the ideals of cultivating skilled 
people for the promotion of economic development (Adamson, 2004; Boyle, 2000; 
Gil, 2005; Lam, 2002, 2005).  
 
The literature suggests that the education system in China has had phenomenal 
progress since it was established, particularly since the late 1970s (Hawkins, 2000; 
Lan, 2006; Tsang, 2000). Its scale has been considerably enlarged to create more 
learning opportunities for all sorts of people in a range of education programs in a 
number of institutions to produce the best people for this country (Tsang, 2000). 
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This emphasises a successful element in the current EFL curriculum reform which I 
have discussed in Chapter 11. Since 1978, China has successfully followed the 
former general designer of China’s development, Deng Xiaoping’s, thinking along 
such lines, with education policy-making that has incorporated the reform of the 
education system in 1985, and the later Outline of Educational Reform and 
Development in 1993 (Tsang, 2000, p. 9). While the literature has canvassed such 
developments, it has also explored education in China as still not engaging 
requirements of the greater economic reform that would be required to meet the 
needs of rapid economic development in relation to quality education at the end of 
1990s (Hawkins, 2000; Huang, 2004; Yang, 2002). China wished to establish a new 
education system to prepare people for better interaction with a global society even 
at the end of the 1990s (Hawkins, 2000; Xu & Warschauer, 2004). China also 
sought a new balance between the design of curricula and the needs of Chinese 
society, individuals, culture, and national development (Huang, 2004). Such 
requirements have posed challenges for curriculum reform (Bush et al., 1998; Yang, 
2002).  
 
The current curriculum reform is an extension of the previous reform of the 1990s  
(Liu & Teddlie, 2003, p. 253). As Wang (2004) argues, it is the biggest reform in 
scale and depth of secondary curriculum since 1949. It was initiated to accomplish 
China’s transformation of its economic and political system and carried out to 
engage challenges of globalization in relation to economic, social and education 
development. More specifically, it was to match the requirements of modern 
scientific technology for teaching and learning and quality education (Guan & 
Meng, 2007; Hu, 2005b). The current curriculum reform has been designed to 
promote the implementation of what China conceives as being quality education, a 
conception which incorporates the implementation of a new curriculum and the 
cultivation of well-rounded students (Guan & Meng, 2007; Qing & Meng, 2007; 
Zhong, 2006). It shifts a focus from a knowledge-oriented one to one on individual 
development, addressing individual comprehensive competence, particularly the 
creative competence of students (Sun, 1998, cited in Huang, 2004). This is a 
thorough reform of initiation and implementation, and content, teaching methods 
and evaluation, as well as teachers’ professional development, all based around a 
new curriculum (Hu, 2005b; Huang, 2004; Wang, 2007).  
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In this reform, a set of curriculum standards and sets of relevant materials have been 
produced one after the other (Wei & Thomas, 2005). All the relevant publishers are 
permitted to publish textbooks required to engage the requirements of the new 
curriculum standards (Guan & Meng, 2007). Local governments also have the right 
to make decisions on textbooks, which means that the 50-year government 
monopoly on the provision of textbooks is over (Guan & Meng, 2007; Jin & 
Cortazzi, 2002). Curriculum standards were designed to be implemented through 
pilot experiments and then carried out in senior secondary schools throughout 
China in 2007 (Chen, 2003). The current curriculum reform has been implemented 
at three levels of curriculum management: national, local and school (Guan & 
Meng, 2007). I have considered such strategies as they have been used to engage 
diverse requirements of social, economic and cultural development in different 
regions in China (Guan & Meng, 2007).  
 
My review of the literature has also indicated an absence of studies which might 
have explored the possibilities of comparisons between economic and political 
development in the mid-20th century and education development in the early 21st 
century, particularly as these relate to curriculum development. The literature 
suggests that education in China has been developed alongside economic and 
political development. As Ngok and Kwong (2003) argue, China’s increasingly 
rapid economic and political development, particularly its integration with the 
global economy, has posed new challenges for education. I have argued that the 
current curriculum reform can be seen as a response to challenges of Chinese 
economic and political development in the context of globalization, and I have 
explored this response in relation to the reform under study. The literature on 
education development in the Chinese context has provided a basis from which I 
have explored ways in which EFL curriculum reform has developed in relation to 
the role of English in a global and a Chinese context, considering this part of 
developments in English language education discussed below.    
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The role of English  
The literature suggests that the role of English as an international language had 
expanded rapidly and prominently between the 19th and mid-20th centuries, 
particularly after the 1950s, when a greater mobility of people was facilitated by the 
growth of air travel and international tourism (Richards, 2001). At the same time, 
English established its importance as the language to be used in international trade 
and commerce, an importance which was supported by the growth of service and 
entertainment industries such as radio, film, and television (Richards, 2001), so that 
English may be seen as having become a global language in the late 20th and early 
21st centuries (Crystal, 1997; Nunan, 2003), ‘A language achieves a genuinely 
global status when it develops a special role that is recognized in every country’ 
(Crystal, 2003, p. 3), a role that English has come to play in a globalizing world 
(Waters, 1995), seen with the growing number of speakers who regard English as 
their second or foreign language (McKay, 2003). 
 
The role of English has been highlighted in economic and scientific exchange since 
the 1950s (Warschauer, 2000; Waters, 1995). It is estimated that there are 350 
million native speakers of English, with 1, 900 million competent speakers around 
the world, which would mean that almost a third of the world’s population is 
already fluent or competent in English (Crystal, 1997; Wardhaugh, Phillipson, & 
Crystal, 2003). Crystal (1997) notes that 85 percent of international organizations in 
the world employ English as an official language, and that at least 85 percent of the 
world’s film market is in English. More than 50 percent of the millions of academic 
papers published are written in English, with the percentage growing every year 
(Swales, 1987). As Crystal (1997) claims, ‘English is the global language’ (p. 1); no 
other language can match this growth.  
 
According to Pennycook (1995), English, based on the history of its development 
and use, carries worldwide ideologies, values, and norms. Imam (2005) contends 
that in developing countries, English is widely seen as a tool for promoting 
economic and social development. As Warschauer (2000) points out: 
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[T]here will be a growing basis for learners around the world to view English as their own language 
of additional communication rather than as a foreign language controlled by the ‘other’ (p. 515).  
 
English in China is used in various fields of culture, education, history, and 
linguistics (Adamson et al., 2002; Kang, 1999; Lam, 2002; Zhao & Campbell, 
1995). Since 1949,
 
English has been closely tied to politics and economics 
(Adamson, 2001a; Adamson, 2004; Adamson et al., 2002; Adamson & Morris, 
1997; Gil, 2005). In the early 1950s competence in English was regarded as 
unpatriotic because a number of English-speaking countries did not recognize 
China, especially as the United States of America (USA) still remained a strong 
supporter of the Nationalist Party which had fled to Taiwan in 1949 (Adamson, 
2004). English now has a distinctive role to play in China. As Ross (1993, cited in 
Gil, 2005) points out,  
 
Support for foreign language training is high when sustained participation in the global community is 
deemed commensurate with China’s political and economic interests and low when it is perceived as 
threatening to internal political and cultural integrity (p. 79).  
 
Not since 1949 has English has occupied such an impressive role as it does in the 
early 21st century in China; it has become increasingly relevant to the life of the 
Chinese people (Kang, 1999). The literature indicates that English has come to be 
seen as a personal asset, demonstrated by its being a compulsory subject from 
Grade 3 onwards in school, one of the main subjects for national college entrance 
examinations, and essential for students in obtaining their first degrees at 
universities, colleges, as well as being considered a necessary skill for personal 
well-being (He, 2002; Hu, 2002b, 2005b; Jin & Cortazzi, 2002; Kang, 1999; Qiang 
& Woff, 2005; Zheng & Davison, 2008). 
 
The literature also suggests that English has a significant role to play in Chinese 
national modernization and economic, social and education development 
(Adamson & Morris, 1997; Hu, 2005b, 2005c; Nunan, 2003). The following point 
of view emphasizes this: 
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The Chinese view English primarily as a necessary tool which can facilitate access to modern 
scientific and technological advances, and secondarily as a vehicle to promote commerce and 
understanding between the People’s Republic of China and countries where English is a major 
language (Cowan, Light, Mathews, & Tucker, 1979, p. 465). 
 
English in the 21st century has developed as a significant language in the Chinese 
context and gained a much higher status than before (Gil, 2005; Hu, 2002a). This 
has grown out of China’s growing stability (Zheng & Davison, 2008). More 
specifically, China’s entering the WTO in 2001 and hosting the 2008 Beijing 
Olympic Games have provided further opportunities to make closer contact with 
the outside world, emphasizing English and its growing new importance in China as 
a global language (Nunan, 2003; Zhan, 2008; Zheng & Davison, 2008). According 
to Jin and Cortazzi (2002), taxi companies in Shanghai in 2001 began to offer their 
drivers English classes and provide them with learning materials and facilities in 
order to practise English when picking up their customers. The national newspapers 
in China such as The People’s Daily were published in English, and delivered 
throughout the country, in small towns and fishing villages, as part of preparations 
for the 2008 Beijing Olympic Games (Jin & Cortazzi, 2002). English has been seen 
and heard in every corner of China since the early 21st century (Jin & Cortazzi, 2002; 
Kang, 1999; Lam, 2002, 2005; Zhu, 2003).  
 
My review of the literature on the role of English has allowed me to gain an 
understanding of its increasingly significant status in a globalising world, and its 
priority role in the Chinese context. The literature suggests that globalization has 
greatly influenced culture around the world, including China, and that influence is 
embodied in the changing role of English in China. The literature has offered me an 
understanding of ways in which the current EFL curriculum reform may be 
identified as an area of priority in the current general curriculum reform in China. In 
the following section, I have addressed the development of English language 
education in China in relation to the current EFL curriculum reform as it pertains to 
the literature. 
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The development of English language education  
As discussed in the literature, the status of English in China has experienced rises 
and falls because of shifts in political and economic contexts from the 1950s 
onwards. The same may be said of English language education in China (Adamson, 
2001a; Adamson, 2004; Adamson & Morris, 1997; Jin & Cortazzi, 2002; Ng & 
Tang, 1997; Zheng & Davison, 2008). As Crotazzi and Jin (1996, cited in Ng & 
Tang, 1997) argue, social, economic and political contexts are key factors 
influencing the development of English language education in China. At this point, 
it is necessary briefly to canvass some of the literature on the history of the 
development of English language education in China. 
 
In the late 1950s, English took over from Russian as the main foreign language, 
with influences of audio-lingual methods and drill practices and substitution tables 
popular in EFL teaching and learning (Jin & Cortazzi, 2002). In the early 1960s, the 
economic policies of The Great Leap Forward of 1958-9 had seen The Great 
Famine as one of its outcomes. A political focus on economic modernization saw 
education policies shifting from ‘politics to the fore’(Adamson & Morris, 1997, p. 
10), to ‘expertise’ (Adamson & Morris, 1997, p. 6 ). The curriculum, pedagogical 
approaches and textbooks produced in the early 1960s also shifted in focus from 
strongly reflecting political elements in their contents at the expense of pedagogical 
issues, to a focus on not only ideology, but also linguistics and pedagogy (Adamson 
& Morris, 1997).  
 
During the Cultural Revolution (1966-1976), the far reaching and chaotic political 
movement disrupted economic and cultural development in the country, as well as 
the education system, including English language education (Hu, 2002b; Jin & 
Cortazzi, 2002). Education institutions were disrupted and closed down for years 
and English teachers, together with other intellectuals, were persecuted or sent to 
the countryside to experience physical work (Adamson & Morris, 1997; Jin & 
Cortazzi, 2002). English was considered as pursuing foreign thinking, and most 
schools were not allowed to teach English for years. Even when English began 
reappearing in the curriculum, EFL curriculum development was conducted by 
subordinate agencies (Adamson & Morris, 1997), where provincial and municipal 
 48 
governments were commissioned to produce English textbooks (Tang and Gao, 
2000, cited in Hu, 2002b). Such institutions lacked experience, and had had little 
exposure to pedagogical approaches (Adamson & Morris, 1997). 
Politically-oriented texts and contents were presented in almost all the textbooks, 
and teacher-centred, grammar-translation methods dominated in teaching and 
learning (Hu, 2002b). This had also been one of the features of EFL teaching and 
learning during The Great Leap Forward in the 1950s (Adamson & Morris, 1997; 
Hu, 2002b). 
 
In the late 1970s, though people still had occasional fears in relation to being seen 
as accepting Western culture, English was seen as having an important role in the 
economic reform and modernization of the nation (Adamson, 2004; Adamson & 
Morris, 1997; Jin & Cortazzi, 2002; Ng & Tang, 1997). The EFL curriculum 
focused on English skills and reading passages on the cultures of foreign countries, 
and the pedagogical approaches were audio-linguist and grammar-translation 
method (Adamson, 2004; Adamson & Morris, 1997; Jin & Cortazzi, 2002). By the 
1980s, new English curricula were introduced and the communicative aspects of 
language learning were emphasized, while learning English became a popular 
activity (Jin & Cortazzi, 2002).  
 
Since the 1990s, China has further integrated with the economy, education, science 
and technology of a globalizing world, emphasizing its pivotal status in 
international competition (The Ministration of Education, 1998, cited in Ngok & 
Kwong, 2003). English is seen as an important means and valuable resource to 
assist national development in the context of globalization. At the same time it has 
been identified as a key factor to make opportunities for people’s higher levels of 
professional development or further education, either at home or abroad (Hu, 2002b; 
Kang, 1999).  
 
Establishing a new EFL curriculum in China is pivotal to adapting to new global 
orientations and the promotion of international understanding and empathy; it 
focuses on a basic English language knowledge, communication skills and practical 
abilities (Chen, Wang, & Cheng, 2002; Hu, 2002b; Rizvi & Walsh, 1998). EFL 
curriculum reform, presents its own distinguishing characteristics as change has 
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proceeded (Hu, 2002b, 2005b; Huang, 2004; Ministry of Education, 2001a). The 
changes include a shift from a focus on teaching the knowledge of language to a 
focus on developing students’ comprehensive competence in using the language; a 
shift from teacher-centred and grammar-translation method to a student-centred 
and task-based teaching method; and a shift from a singular focus on summative 
assessment to an incorporation of formative assessment practice (Ministry of 
Education, 2001a; Wang, 2007; Zhong, Cui, & Zhang, 2001).  
 
My review of the literature has allowed me to gain an understanding of ways in 
which EFL curriculum reform has developed in China. The literature suggests that 
such development has been on the basis of economic and political development in 
the Chinese context, providing a basis for me to explore further ways in which the 
reform under study may be constructed as being comparable to The Great Leap 
Forward. The literature shows that a number of researchers has started to take up 
studies of the current EFL curriculum reform (Adamson, 2001a; Hu, 2002a, 2002b, 
2003; Hu, 2005a; Hu, 2005b, 2005c; Wang, 2007; Zheng & Adamson, 2003; Zheng 
& Davison, 2008). They have conducted their studies from constructivist 
perspectives, with little or no attention being given from a reconstructionist 
perspective. The studies have addressed the reform as illustrating a general picture 
taken from the whole China, rather than specific empirical studies on particular 
cases, and none has been undertaken in North East China in particular, let alone 
engaged in detail ways in which it is linked to responsive or proactive challenges 
emerging from rapid economic, political, and cultural development in the context of 
globalization in this region. The literature has helped me to take up these issues to 
foreground in my research.  
 
Conclusion   
In this chapter, I have reviewed the literature on globalization, positioned in relation 
to its influences on economics, politics, culture and education. I have drawn on the 
relevant literature on globalization as serving to explain a number of phenomena 
emerging in language teaching, particularly in English language teaching and 
learning as it relates to the reform under study. I have also investigated economic, 
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political and education development in the Chinese context, and discussed the 
possibilities of the role of English and the development of English language 
education. I have approached these issues in relation to the reform under study, 
reviewing relevant contributions from the literature in this field. I have given 
consideration to curriculum in the following chapter. 
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Chapter 3 Consideration of curriculum  
 
 
Introduction  
In the previous chapter I have reviewed the literature in relation to my research. My 
research questions listed in Chapter 1 are rooted in concepts of globalization, 
socio-political and economic considerations in Chinese contexts, and the role of 
English and English language teaching and learning in China. This context 
represents a broad review of social, cultural, economic and political aspects of the 
current EFL curriculum reform that I have studied as it provides an historical 
context for examining the development of EFL curriculum in Chinese secondary 
schools in relation to its characteristics as potentially another Great Leap Forward. 
As Lawton (1980) argues, it would be meaningless to study curriculum if 
researchers ignored considerations of relevant social, cultural, and historical 
contexts. In this chapter, I have further explored such issues in my consideration of 
curriculum.  
 
My main research question is: In what ways is EFL curriculum reform in Chinese 
secondary schools linked to globalization? To address this question I have 
considered implications of curriculum reform in general and EFL curriculum 
reform in particular. In this chapter, I have focused on issues related to curriculum 
as it informs language pedagogy. My approach in doing this is consistent with 
Kelly’s (2004) argument that theoretical constructions and practices are to be taken 
into consideration when exploring a curriculum. In this chapter, firstly, I have 
examined the notion of curriculum and curriculum reform as I have used the terms 
in my study. Secondly, I have examined a framework for language pedagogy which 
is related to EFL teaching and learning as far as this relates to my research. My 
examination includes considerations of theoretical bases for EFL pedagogy as well 
as teaching and learning methods used in the implementation of the EFL curriculum 
reform.  
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At its most simple level, curriculum may be seen as planning for learning (March & 
Willis, 2007). Such a definition fails to take into account those wider social, 
political, cultural, economic and historical contexts of the sorts that I have focussed 
on in my research. Such a definition, for example, does not take into account what 
may underpin a given curriculum in relation to wider community concerns. In 
Chapter 4, I have discussed in detail the importance of reconstructionism as 
underpinning the current EFL curriculum reform in China, but I wish to make the 
point here that this is the sort of consideration that such a simple definition does not 
allow for. While curriculum is a systematic field of study closely related to 
institutions such as schools, colleges and universities, it is also at a deeper level the 
reconstruction of knowledge and experience which promotes learners to develop 
their abilities to engage knowledge and experience (Tanner & Tanner, 2007). When 
one includes considerations of reconstructionism as an informing principle of 
China’s EFL curriculum reform, a more complex definition emerges for discussion.  
 
The notion of curriculum used in this study 
More complex definitions of curriculum are given by a number of scholars. Henson 
(2001) says that curriculum is the totality of educational experiences which are 
planned for a school or students. Marsh and Willis (2007) state that curriculum is 
the organized plans and experiences that students are to undertake within 
arrangements made by schools. Richards (2001) says that a curriculum employed in 
a school context is ‘…the whole body of knowledge that children acquire in 
schools’ (p. 39). Drawing on the foregoing, I have taken the position that 
curriculum is a school plan involving specified and unspecified experiences that 
guide learners to obtain what a particular education institution considers to be 
required knowledge, skills and abilities as suggested by Tanner and Tanner (2007) 
and Henson (2001). I have gone further to give consideration to China’s national 
concerns regarding EFL curriculum reform, and have situated my study of this 
particular curriculum reform in the context of reconstructionism, globalization, and 
phenomenology, considered in further detail in Chapter 4.  
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In doing so, I acknowledge that considerations of different definitions can provide 
researchers with diverse insights to emphases and characteristics of curriculum 
(Marsh & Willis, 2007). The curriculum I have investigated is a national curriculum 
delivered for students in secondary schools, implemented according to 
administrative and bureaucratic arrangements of regional governments, schools and 
teachers. This is in line with Moon’s (1994) and Scott’s (2008) statements on a 
national curriculum as one that involves the intentions of governments, engaged in 
setting goals for students that are designed to match students’ needs, revising 
textbooks contents, methods of teaching and assessments, but also underpinned by 
government concerns for the programs that they fund and support.  
 
I have found that considerations of curriculum relate to established goals of 
government at national, regional and local levels as part of China’s EFL education 
program. Such features of curriculum manifest in the EFL curriculum reform now 
being implemented in Chinese secondary schools, and this provides a basis for 
further analysis of two particular cases of EFL curriculum reform in China. I have 
selected these two cases for the focus of my research as they may be considered to 
be representative of EFL curriculum reform in China in general. This has also 
opened up the discussion of the reform in question in relation to historical 
perspectives regarding considerations of a Great Leap Forward. As Hewitt (2006) 
argues, ‘Reform movements are never about just one issue; they birth a range of 
issues, some that disappear, others that survive and may become the focus of 
change later in the life of a movement’ (p. 354).  
 
Curriculum development  
Curriculum development itself occurs in the context of political, social, economic 
and technological change in cultures. It is the means used by institutions to address 
the educational experiences of learners (Mckernan, 2008). It is not a finite process, 
for curricula are subject to reform as those political, social, economic and 
technological situations change. Curriculum development is, then, a process of 
making decisions for matching stakeholders’ needs and those that develop out of 
wider community aims or goals. This is as well as being a process of determining 
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the contents and methods of teaching and learning, and assessments (Behar, 1994; 
Brady, 1995; Richards, 2001; Uys, 2005b). As McKernan (2008) proposes, 
curriculum development is a systematic and decisive process within which a 
program plan for teaching and learning is made, and which is expected to achieve 
certain specified education goals. Mckernan (2008) further argues that curriculum 
development implies: 
 
[D]eliberately planned activities involving the design of courses: their aims, content, methods and 
modes of evaluation and styles of organizing students in courses of study and patterns of educational 
activity, which have been offered as proposals for improvement (p. 32).  
 
I have drawn on this sort of conceptualization of curriculum development to 
examine the concept of curriculum reform, as this sort of systematic and decisive 
processes is currently in play in China. Curriculum development in language 
teaching, as Richards (2001) argues, is a process which includes producing an 
appropriate syllabus, course structure, teaching methods and relevant materials, as 
well as evaluation. I have drawn on this idea when describing the reform under 
study. In doing so, I have focused on an investigation of curriculum and associated 
goals, syllabus, teaching methods and textbooks, as suggested by Hewitt (2006). I 
have also given consideration to issues of assessment as part of curriculum 
implementation. I have further been mindful of the possibilities of the EFL 
curriculum reform as constituting another Great Leap Forward. 
 
Goals 
Goals, aims, objectives and purposes are terms that indicate educational intentions 
of nations, institutes, schools and teachers (Brady, 1995; Brandt, 2007; Richards, 
2001; Tanner & Tanner, 2007; Uys, 2005a, 2005b). I have used the term, ‘goal’, as 
a general statement of a society’s intention for learners (Brady, 1995). Brandt (2007) 
argues that it is necessary to establish goals for any curriculum because they 
determine what learners can learn within valuable and limited instruction time. In 
general, the establishment of educational goals in curriculum takes three key factors 
into account: the nature of knowledge; the nature of society; and the nature of 
learners (Brandt, 2007). In an ideal situation, these factors are equally balanced, 
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with none overemphasized (Brandt, 2007). Knowledge, society and individuals are 
three significant factors to be considered in a new curriculum such as in the reform 
of EFL curriculum in Chinese secondary schools. Such considerations have been 
evident in the statements of goals for the reform under study.  
 
Chinese authorities’ policy statements stress the need to enhance students’ 
competence in using the English language, including students’ language knowledge, 
skills, concerns, learning strategies and cultural understandings (Ministry of 
Education, 2001a; Wang, 2007). Articulating goals for the reformed EFL 
curriculum in relation to these has been underpinned by the recognition of the role 
of English as a global language, especially in the Chinese context. China is 
confronted with challenges of rapid economic development and its increasingly 
significant role in the world, as indicated by its entry to the WTO and its successful 
hosting of the 2008 Beijing Olympic Games. This has positioned the role of English 
in China as being of particular importance, as it requires the Chinese people in 
general and young students in particular to cope with the global language that is 
English in the face of challenges posed by globalization, as discussed in Chapter 2. 
 
English is not only a subject required for students in Chinese secondary schools 
(Adamson, 2001b; Ministry of Education, 2001a); it is also regarded as a means by 
which students may achieve individual success in relation to job prospects 
(Ministry of Education, 2001a; Wang, 2007). The goals set for previous EFL 
curriculum reform in the 1950s ignored equally balancing the three factors of 
knowledge, society, and individuals (Adamson, 2004). In the 1950s’ EFL 
curriculum, the emphasis was on addressing identified political issues associated 
with The Great Leap Forward of the 1950s. The goals set for the reform under 
study, while it is still part of a movement to address issues identified as national 
concerns of the Chinese government and Chinese society, incorporate concerns for 
students as stakeholders in need of individual development as well (Hu, 2002b). 
Wang (2007) quotes the Standards for EFL Curriculum document: 
 
English, in particular, has become an important means of carrying out the Open Policy and 
communication with other countries. Learning a foreign language is one of the basic requirements for 
21st century citizens (p. 94).  
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This further indicates that the significant role of English in Chinese contexts of the 
21st century as a means by which the country may develop the skills of upcoming 
workforce members to engage a wider world than China itself in relation to political 
and economic concerns. 
 
A new term has come into use in China’s approach to EFL; ‘competence’, has been 
employed in relation to this reform, a departure from older curriculum document 
statements. The idea of competence represents a particular and new type of goal 
setting for EFL curriculum in China. Competence is the ability and readiness of 
learners to carry out a task or series of tasks. It can also be interpreted as the 
application of skills or abilities in a workable context (Moore, 2002). The goals 
established for the reform under study which focus on students’ competence in 
using the English language indicate that students are expected to have the abilities 
to use the English language effectively and flexibly in intercultural communication 
(Ministry of Education, 2001a). These specified abilities, while they are important 
for helping individual student development, are also pivotal in assisting China as a 
nation to meet the demands of its rapid economic development in relation to its own 
and other nations’ globalizing economies across the world.  
 
Syllabus  
In considering such developments in EFL curriculum reform, I have turned to a 
consideration of syllabus as an important factor. A syllabus outlines processes and 
procedures for instruction and lists what is to be taught and what is to be tested 
(Richards, 2001), which suggests that while the foci of syllabi are much narrower 
than those of curriculum, they are nonetheless within the domain of a curriculum. 
The curriculum may be seen as part of big picture deliberations and documentation 
of what is to be taught and learned; the syllabus deals with the finer day-to-day 
details of how a curriculum is put into practice in education contexts. Marsh and 
Willis (2007) say that curriculum includes syllabus, syllabus referring to the 
content to be taught in one course, sometimes used to supplement curriculum 
statements with statements of general goals and student activities. Given this, I have 
accepted the distinction between curriculum and syllabus as two separate and 
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distinguishable terms as Green (2003) suggests. I have not focused on syllabus 
beyond these terms, as my research is concerned with the reform of the EFL 
curriculum in relation to the larger issues of globalization and Reconstruction as far 
as China is concerned. The minutiae of syllabus have not featured in my research. 
 
I have taken up considerations of the official Curriculum Standards (Huang, 2004) 
documents in relation to my research. The Curriculum Standards documents are a 
description of what should take place programmatically in the process of formal 
schooling in general and EFL curriculum in particular in China. They offer a guide 
to new EFL curriculum and goals that are expected to be achieved as suggested by 
the National Council for the Social Studies (1994). The Curriculum Standards go 
beyond what might be expected to be contained in a syllabus, including as they do 
suggestions for teaching and learning as well as considerations of all planned 
teaching and learning experiences that may be expected in formal schooling 
contexts. As Chen (2006) argues, curriculum standards are the basis for textbooks 
designed for the reformed EFL curriculum, guiding teaching and learning as well as 
relevant evaluation and assessment processes and procedures. I have investigated 
the published Curriculum Standards as providing more information for teaching 
and learning than syllabi in school contexts. According to Vinson, in countries 
where national curriculum standards have been developed and published for a 
general use in national school systems, they have figured as an important 
component of any significant educational reform. What is more, he argues that 
where such standards exist, there has been an increase in curriculum research as 
such documents provide a mine of information to be explored by education 
researchers. Such an increase in education research has occurred in China, where 
since the publication of the English Curriculum Standards (ECS) that sit alongside 
the reform under study, a growing attention by educators and researchers has 
occurred (Chen, 2006).  
 
ECS for Chinese secondary schools are the official education documents of 
instruction to be used nationally in China, specifying the content for English 
teaching and learning (Ministry of Education, 2001a). They are, as Vinson (1998) 
says:  
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[A]uthoritative policies seeking to prescribe curriculum or content to determine and limit what 
teachers can and should teach and what students can and should learn, for the entire country ( p. 4). 
 
The ECS provide significant guidelines for English language teaching and learning 
in Chinese secondary schools. According to Chen (2006), curriculum standards are 
more flexible for teachers in relation to creative dimensions of their teaching than a 
syllabus. Embedding EFL curriculum reform in ECS indicates a progressive stance 
towards curriculum, which, as Vinson (1998) says, is also one of today’s most 
heated topics in research in education.  
 
Textbooks 
A discussion about textbooks is central to understanding the process of the 
development of EFL curriculum reform in Chinese secondary schools. Textbooks 
are one of the most influential factors in a study of curriculum development 
(Richards, 2001). Textbooks, as a part of curriculum materials, play a key role in 
everyday activities of teaching and learning (Marsh, 1992, 2004). Textbooks are 
used as tools by teachers to work with students to enable them to understand topics 
or problems (Marsh, 1992, 2004). Textbooks are also resources that can provide 
students with comprehensive and reasonable course contents (Uys, 2005a), the hub 
which links the processes of both obtaining and transmitting knowledge.  
 
According to Hewitt (2006), a textbook is a product of curriculum development 
designed to match the requirement of a particular curriculum. Richards (2001) 
argues that a textbook can ideally only be used in one situation as it has to match the 
requirements of that situation perfectly, and if the situation has changed, the same 
textbook may be considered unsuitable. This indicates that a textbook should be 
constantly revised in line with situational contexts, in similar vein as curriculum 
development discussed above. In processes of EFL curriculum development, the 
textbooks that are created aim to match learners’ needs and goals of that EFL 
curriculum, reflecting learners’ utilizing EFL in present or future practices 
(Cunningsworth, 1995, cited in Richards, 2001). Textbook improvement is a mark 
of the development of curriculum (Bloom, 2007). Such considerations underpin 
textbook improvement undertaken in the development of EFL curriculum reform in 
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Chinese secondary schools, on the understanding that they need to be revised and 
reformulated to meet the demands of 21st century political, economic, cultural and 
social contexts. These considerations correspond with the perspectives derived 
from a reconstructionist perspective as part of my research. I have discussed this 
aspect in further detail in Chapter 4 
 
EFL textbooks in China have undergone significant changes since 1949. According 
to Adamson (2004), in the early 1950s there were no English textbooks produced in 
China, which banned the importation of books from English-speaking countries. 
Such policies were influenced first of all by the USSR, at a time when Russian was 
identified as the main foreign language in China, and second of all, by China itself 
reacting politically to its not being recognized by a number of English-speaking 
countries such as the USA, who strongly supported the Nationalist Party at that time 
(Adamson, 2004). This situation lasted until 1956, when the first of three series of 
English textbooks were published between that year and 1960, two of which 
textbooks attempted to maintain an alignment with concepts of the ‘red’ and 
‘expert’ with teaching and learning grounded in reading-based, teacher-centred 
pedagogy with strong political contents: ‘politics to the fore’ with political tracts 
written by or about national leaders (Adamson & Morris, 1997, p. 10). The phrase, 
‘red and expert’ was a popular slogan in the late 1950s in China used to describe the 
combination of politics and economics (Zhu & Dowling, 1998). When applied to 
the consideration of textbooks, the political needs of the state and the demands of 
the economy were both foregrounded in textbook contents in ways suggested by 
Paine (1995).  
 
With an emphasis on economic modernization in the early 1960s, another two 
series of English textbooks were produced. They were designed with a view 
towards politicization of students and attempted to improve pedagogical quality in 
Chinese education (Adamson, 2004). The Cultural Revolution, a political 
movement of ideological extremism of the mid-1960s to the mid 1970s, resulted in 
chaos in and isolation of China. EFL curriculum development was conducted by 
subordinate agencies (Adamson & Morris, 1997), when provincial and municipal 
governments were commissioned to produce English textbooks (Tang and Gao, 
2000, cited in Hu, 2002b). The textbooks produced at that time were full of 
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politically charged texts which were used to serve the then political requirements of 
the nation (Hu, 2002b). Hu (2002b) further points out that these textbooks were not 
designed with a basis of relevant theories of language teaching and learning as they 
had an ulterior political purpose. 
 
According to Adamson and Morris (1997), in the pre-reform and the reform era of 
the late 1970s, with the softening of political rhetoric and the Open Door Policy 
supporting the Four Modernizations Program, another two series of new textbooks 
were produced. They were considerably revised in the 1980s in response to changes 
in the Chinese context, including changes in curriculum (Adamson & Morris, 1997). 
These new textbooks began to focus on English skills and reading passages on the 
culture of foreign countries (Adamson & Morris, 1997). Diversity of regional needs 
and developments also began to emerge as areas of concern with accompanying 
political moves to decentralise decision making and regional autonomy in relation 
to the production of textbooks. Since 1993, a new series of EFL textbooks has been 
produced for the nine years’ compulsory education (the primary and junior schools) 
with a new series of textbooks for senior high schools in 1999 (Huang, 2004). They 
were issued by the State Education Committee and the Ministry of Education 
respectively and distributed throughout China (Huang, 2004). The new textbooks 
are of good quality production and show traces of Western pedagogical trends, as 
well as a synthesis of traditional approaches associated with the four macro skills of 
Listening, Reading, Speaking and Writing and new approaches such as 
Communicative Language Teaching (Adamson, 2001a). 
 
The textbooks have incorporated more current EFL language teaching and learning 
principles, increasing the amount of EFL language input and emphasizing learner 
independence (Hu, 2002b). Hu (2002b) also states that the textbooks in the new 
EFL curriculum provide teachers with more flexible intellectual space to conduct a 
more creative form of teaching in accordance with students’ diverse abilities and 
needs. These changes embodied in the new textbooks signify a remarkable progress 
in curriculum materials in EFL curriculum development in China. 
 
The new EFL textbooks employed in the reform under study have addressed 
modern pedagogical concerns in their content and approaches as they have been 
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designed to address the requirements of Chinese economic, political, cultural and 
social as well as individual development (Ministry of Education, 1998). Their 
designs have also taken into account diverse areas in the broad context that is China, 
suggesting that they can meet different students’ requirements and promote student 
development. The new EFL textbooks designed for this reform are comparatively 
progressive in the development of EFL curriculum reform in Chinese secondary 
schools.  
 
Teaching methods 
According to Brady (1995), teaching methods are the ways in which teachers 
employ pedagogical content to meet students’ needs in their classroom teaching, 
being a set of organized teaching practices guided by specific perspectives 
(Richards, 2001). Choice of effective method or methods is based on the objectives 
and content in curriculum (Brady, 1995). A shift from a focus on teacher-centred to 
a focus on student-centred method is a significant change which the EFL 
curriculum reform in Chinese secondary schools has presented EFL teachers (Wang, 
2007). It is a shift towards helping students to become more independently and 
more intelligently engaged in the challenges of being the 21st century citizens 
required by China.  
  
Teacher-centred methods, which are officially gradually being got rid of as part of 
the EFL curriculum reform in Chinese secondary schools, are traditional illustrative 
approaches which focus on explanation and narration, based on the idea that they 
strengthen learning through practice and revision (Brady, 1995). Marsh (1992) 
argues that teacher-centred methods have their advantages in giving students an 
introduction related to a topic. Even so, they have their disadvantages where 
students are treated as passive listeners, assumed to be interested in the topic and 
required to have a certain concentration span (Brady, 1995). Teacher-centred 
methods tend to give prominence to the role of a teacher, constraining student 
individual development. EFL teachers in China, though, have appreciated and 
engaged teacher-centred methods for a long time (Hu, 2005c; Wighting, Nisbet, & 
Tindall, 2005). Traditional relationships between teachers and students in China 
have been strongly influenced by Confucian ideas, where students rarely show their 
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opinions and generally attempt to hide their abilities (Zhu, 2003). Students seldom 
challenge their teachers or their parents, who are regarded as the authorities that 
govern their lives, and it is the exertion of this authoritative role that turns students 
into obedient listeners (Zhu, 2003). This sort of powerful relationship between 
teachers and students is a major underpinning of teacher-centred methods employed 
in the context of Chinese EFL teaching and learning (Burnaby & Sun, 1989). 
Teacher-centred methods are not consistent with what the current EFL curriculum 
reform advocates in its focus on promoting individual student development. There 
is a tension between social conventions and language teaching and learning reform 
to be considered in the successful implementation of the new EFL curriculum.  
 
Student-centred methods require that teachers promote students’ independence in 
learning and assist them to develop intelligently (Walker & Soltis, 1992). As Brady 
(1995) points out, student-centred methods involve ‘…range of teacher structuring 
in which the predominantly self-directed learner interacts with the environment 
(physical and human) and changes as a result of that experience’ (p. 132). Such 
methods can promote the development of students’ competence in such areas as 
problem solving (Brush & Saye, 2000), and are characteristic of contemporary 
education (Walker & Soltis, 1992). A shift from traditional to more contemporary 
teaching methods represents a prominent feature of EFL curriculum reform in 
China. 
 
Traditional methods such as grammar translation may not be appreciated nor 
accepted in the current EFL teaching and learning practice, nor be suitable for all 
students because of individual differences within cohorts of students (Brady, 1995; 
Marsh, 1992). Research indicates that EFL teachers prefer to assume their familiar 
or conventional teaching methods rather than adopt new ones (Brady, 1995; 
Richards, 2001). As van Driel (2001) argues, it is difficult for teachers to change 
rooted teaching ideas as they are reluctant to risk changing teaching practice which 
has long proved workable and satisfying. Traditional methods, then, are still 
employed in classrooms; they are adopted by teachers around the world, and not 
just in China. This is one of the issues which I have discussed in further detail below 
as part of a framework for language pedagogy as this relates to my research.  
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Evaluation and assessment 
Evaluation and assessment are influential factors involved in curriculum 
development, as discussed above. I have addressed these in my consideration of the 
development of EFL curriculum reform in Chinese secondary schools. This is 
consistent with the view that a study of the terms of evaluation and assessment is to 
explore the underlying issues related to curriculum development (Auger & Rich, 
2007; Brady, 1995; Hewitt, 2006; Marsh & Willis, 2007; Tanner & Tanner, 2007). 
As far as educators’ purposes and perspectives are concerned, these two terms have 
their distinctions (Auger & Rich, 2007). Evaluation is a means for making 
judgments about the effectiveness of a curriculum in relation to student success 
(Auger & Rich, 2007; Brady, 1995). Evaluation usually involves assessment of 
students as part of its processes, but going beyond this to focus on examining 
components of curriculum. As Hewitt (2006) says, evaluation is the process of 
making decisions based on generating or conveying valuable and important 
information related to learning that occurs within a curriculum. Evaluation is to be 
considered as a necessary process for curriculum development.  
 
Assessment is the means used by teachers to make judgments about expectations 
for changes in students (Brady, 1995). It is the term used to describe the activities 
conducted by teachers to acquire information relating to students’ knowledge, skills 
and perhaps also attitudes (Marsh, 2004). Auger and Rich (2007) propose that 
assessment is a process of collecting information about students’ understanding of 
course content designed for them, with the aim of encouraging students to 
demonstrate their knowledge and abilities. Evaluation, then, is a much broader 
concept than assessment, with assessment being included in evaluation (Brady, 
1995). Hewitt (2006) further suggests that assessment may be the actual tool that is 
used as part of the process of assessing, such as testing, used in evaluation. Such 
discussions draw on different features of evaluation and assessment, and I have 
drawn of these in my own research as both assessment and evaluation play their 
roles in influencing teaching and learning in EFL curriculum and curriculum 
development.  
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I have given some consideration to issues of curriculum evaluation when examining 
the development of EFL curriculum reform in Chinese secondary schools. 
Curriculum evaluation is a systematic investigation of all elements included in the 
new EFL curriculum and taking up this issue suggests that such evaluation  can 
promote EFL curriculum reform (Lee, 2005a). Marsh and Willis (2007) state that 
curriculum evaluation is an investigation of teachers and students, and their 
interactions with curriculum and its components, such as goals in a particular 
setting. Curriculum evaluation is a process that helps educators to select, to adapt 
and to support educational materials and activities (Scriven, 1967, cited in Behar, 
1994). According to Wiles (2005, cited in Marsh & Willis, 2007), curriculum 
evaluation is intended as small-scale studies rather than large-scale ones, for such a 
focus helps researchers to keep in touch with teachers’ perspectives, which is the 
case with my research.  
 
The schools in which I have conducted my research, like any others in China, have 
their own protocols and processes for assessment. They use both summative and 
formative types of assessment. Summative assessment is that which is used at the 
end of teaching and learning; formative assessment is that which occurs regularly in 
the classroom, generally used as tools for data collection related to teaching and 
learning as well as for judgments on student progress or otherwise (Hewitt, 2006). 
These two forms of assessment have their respective foci in relation to teaching and 
learning. Summative assessment focuses on the outcomes of assessment while 
formative assessment addresses the processes of assessment, which implies that an 
integration of these two assessments in a curriculum would provide a complete 
picture of student development in relation to teaching and learning. As Brookhart 
(2001) proposes, it is possible and effective to use both formative and summative 
assessment. These two types of assessment are to be considered by teachers in the 
schools that I have selected to examine the EFL curriculum reform and ways in 
which it is to be implemented. 
 
The new EFL curriculum has established new principles for assessment with ‘a 
shift from a focus on a purely exam-based to a more performance and 
progress-based one’ (Wang, 2007, p. 99), a shift in focus from summative to 
formative assessment. EFL teachers are encouraged to adopt formative assessment 
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to assess students’ learning progress at the secondary schools level (Wang, 2007). 
This is a significant change in Chinese EFL curriculum as China has a long history 
of employing summative assessment, starting from 200 BC, or perhaps even earlier 
(Niss, 1993). Changes to assessment systems in the current EFL curriculum reform 
in China indicate that EFL curriculum reform can take into account perspectives 
such as those of Niss (1993), that working with assessment is pivotal to curriculum 
reform, and I have discussed this further in Chapter 6. 
 
Curriculum and curriculum implementation  
Curriculum implementation is the application of a curriculum designed for 
classroom practice, part of the process of curriculum development (Lee, 2005a; 
Richards, 2001; Tanner & Tanner, 1995, 2007). Curriculum implementation is also 
an interpretation of ways in which teachers carry out their teaching to achieve the 
aims of the curriculum designed (Behar, 1994; Rogan & Grayson, 2003). 
Curriculum implementation is a process of transformation which applies a written 
curriculum to classroom practices (Marsh & Willis, 2007). I have drawn upon such 
ideas of curriculum implementation to inform my research.   
 
Effective curriculum implementation rests on a variety of factors, including 
‘leadership, culture and contexts, planning and resources, participants’ training and 
development, assessments and continued support’ (Hord, 1992, cited in  Gwele, 
2005b, p. 9). This suggests that curriculum implementation is a complex process 
influenced by various factors. It requires consideration of participants’ perceptions 
of the new curriculum, including whether or not they would like to accept it, and 
whether or not they would be able to cope with it in their teaching practice (Marsh 
& Willis, 2007). It also takes time for these participants to become competent and 
confident in adopting a new curriculum (Marsh & Willis, 2007). This suggests that 
teachers’ professional knowledge and their relevant classroom strategies also play 
an influential role in implementing curriculum effectively. It is this perspective that 
has guided me to conduct an examination of issues related to teachers, EFL teachers 
in particular, as key players in curriculum implementation.  
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I have addressed the role of teachers and their knowledge base as influencing 
effective curriculum implementation in Chapter 10. In the following section, I have 
focused on a framework of language pedagogy, pedagogy in EFL curriculum 
reform in particular, that supports curriculum reform. This framework has provided 
me with a conceptual tool for examining the ways in which the content of the 
curriculum has been delivered, as Scott (2008) proposes. To this end, I have first 
drawn upon the work of a number of scholars in their discussions of pedagogy to 
inform my research. 
 
Framework for language pedagogy in EFL curriculum 
reform 
Pedagogy is the way in which the curriculum is delivered (Scott, 2003). Edwards 
and Usher (2008) also say that pedagogy is the ways in which knowledge can be 
delivered, a concept which ties pedagogy closely to curriculum in practice. I have 
included an examination of pedagogy in my research as a means by which to study 
the classroom applications of EFL curriculum reform in Chinese secondary schools. 
Pedagogy is not the same as teaching, teaching method or curriculum programing 
(van Manen, 2003), but ‘the art of teaching’ (Mckernan, 2008, p. 157). Pedagogy is 
the ways in which teachers think and behave with a view to promoting learning in 
relation to expected outcomes (Bygate, Skehan, & Swain, 2001). As McKernan 
(2008) says, pedagogy is a strategy used to promote student learning by guiding 
them to develop towards new requirements. I have taken up this consideration of 
pedagogy as being useful in examining not only ways in which the current EFL 
curriculum reform has promoted EFL teaching and learning effectively but also 
ways in which it has facilitated new relationships between EFL teachers and 
students. As Ireson, Mortimore and Hallam (1999, cited in Zheng & Davison, 2008) 
say, the concept of pedagogy provides a useful conceptual structure to examine 
professional practices, providing the means by which to understand complex 
approaches. I have focused on discussions of theoretical bases for EFL pedagogy as 
well as teaching and learning methods used in the implementation of EFL 
curriculum reform.  
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Current teaching methods advocate language proficiency and enhanced cultural 
awareness as goals of the language curriculum, which have been spurred by an 
increasing interest in communicative skills (Herschensohn, 1990). As Donato and 
MacCormick (1994) argue, in current EFL teaching and learning, teachers expect 
students to develop English communicative competence. This is the case with the 
goals of EFL curriculum reform examined in my research, to develop students’ 
competence in using English language. In this section, I have discussed a number of 
theoretical bases for EFL teaching and learning in relation to the Chinese context 
that I have examined. I have focused on issues related to Transformational 
Grammar (Chomsky, 1957; Lakoff, 1973) and Vygotskian (Goodman & Goodman, 
1990) sociocultural perspectives. Omaggio (1993) argues the case for an 
exploration of underlying perspectives of teaching methods and curriculum in order 
to obtain an understanding of those methods and that curriculum. Lack of relevant 
theoretical bases for teaching may lead to weaknesses in comprehending and then 
teaching a second language, (Herschensohn, 1990). Learning a language, a foreign 
language in particular, requires linguistic competence which focuses on lexis and 
syntax of the new language, and it also requires related abilities of using these 
components in cultural and intercultural communication (Byram, 1997; Lantolf, 
1996; Lantolf & Pavlenko, 1995; Lantolf & Thorne, 2006; Lantolf, 1994; 
Larsen-Freeman, 2000; Modiano, 2001; Mondada & Doehler, 2004). These issues 
in the development of linguistic competence have led me to a discussion of 
Transformational Grammar and Vygotskian sociocultural perspectives. 
 
Transformational grammar 
Transformational Grammar is a particular form of linguistic knowledge for 
examining language structures proposed by Chomsky (1957), as it aims to 
understand ways in which sentences are generated in a language without any 
apparent formal application of grammar rules. It is one of a number of linguistic 
concepts developed in language teaching in the 1960s and early 1970s (Hubbard, 
1994). Transformational Grammar, as part of Chomskyan linguistics, has become 
as a major concept in Second Language Acquisition (SLA) (Atkinson, 2002; 
Lantolf, 1996). The concept of Transformational Grammar has challenged 
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structural and behaviourist views of language and language teaching and learning 
(Zheng & Davison, 2008).  
 
Transformational Grammar distinguishes competence and performance and 
focuses on the study of the syntactic structure that linguistic competence requires 
(Chomsky, 1957; Kato, 1998; Larsen-Freeman, 2000; Ortega, 2007). Chomsky 
(1957) contends that language is not a conventional structure, arguing that it is an 
innate capacity of the human mind engaging grammatical rules and ordinary 
sentences. As Zheng and Davison (2008) say, Transformational Grammar is the 
innate capacities of one’s mind to generate infinite sentences and patterns through 
abstract engagement. Transformational Grammar highlights ways in which 
sentences are generated from a language as it provides an appealing explanation of 
ways in which language learners master grammatical regulations and structures as 
they generate limitless grammatical sentences in a language (Lívia, 2006). This 
feature of Transformational Grammar has a number of implications for EFL 
teaching and learning, and for engaging grammar as part of this (Hubbard, 1994). 
  
Chomsky (1957) calls humans’ innate capacities the Language Acquisition Device 
(LAD). The LAD represents a major feature of Chomsky’s work, work initially 
received as a unique but logical explanation of issues related to language learning or 
language acquisition (Hawkins, 1999). Chomsky represents the LAD as part of the 
brain, something one is born with (Hawkins, 1999), arguing that language 
acquisition occurs because of a child’s brain growing towards maturity and 
experiencing a process of interaction with their environment to facilitate and 
promote language skills  (Clahsen & Muysken, 1986). The suggestion is that 
children have innate capacities of language acquisition influenced by the frequency 
and type of interaction with the speakers of the target language. The argument goes 
further to suggest that children’s language acquisition needs neither linguistic 
knowledge nor communication. All that all they require is to be exposed to 
interaction in language (Salo, 1998).  
 
Critiques of Chomsky’s work have pointed up further areas for consideration. 
According to Donaldson, a British psychologist (1978, cited in Salo, 1998) 
comments on Chomsky’s argument as being based on:  
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[A] failure to pay enough attention to the difference between language as it is spontaneously used and 
interpreted by the child and language as it has come to be conceived of by those who develop the 
theories (p. 75). 
 
Donaldson’s view takes issue with Chomsky’s posited LAD, suggesting that 
language acquisition and development occur not because of an innate LAD that 
children might have, but because they have other cognitive capacities, one of which 
is a highly developed capacity for understanding human settings (James, 2004). 
Bruner (1983) calls it the Language Acquisition Support System, or LASS, 
extrapolating from Chomsky’s LAD but going further to incorporate social contexts 
for language acquisition. Bruner’s (1983) posited LASS acknowledges the 
deficiencies of LAD alone to explain language acquisition. He proposes that 
language development also needs something or someone else more capable than the 
language learner for assistance to promote language acquisition:  
 
The infant’s Language Acquisition Device could not function without the aid given by an adult who 
enters with him [sic] into a transactional format…. In a word, it is the interaction between LAD and 
LASS that makes it possible for the infant to enter the linguistic community—and, at the same time, 
the culture to which the language gives access (Bruner, 1983, p. 19).  
 
Bruner (1983) argues that language acquisition does not depend on LAD but on 
LASS. It is a point picked up by Salo (1998), who says, ‘If a child has no chance to 
interact with others, it cannot acquire a language’ (p. 85), emphasizing the 
significant role that LASS has to play in language acquisition.  
 
Transformational Grammar emphasizes the idea that a language has both deep 
structures and surface structures (Lívia, 2006). A deep structure is an abstract body 
which conveys the meaning of a sentence, while a surface structure constitutes the 
form of a sentence (Jacobs & Rosenbaum, 1968). As Chomsky (1969) says:  
 
The deep structure of a sentence is the abstract underlying form which determines the meaning of the 
sentence; it is present in the mind but not necessarily represented directly in the physical signal. The 
surface structure of a sentence is the actual organization of the physical signal into phrases of varying 
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size, into words of various categories, with certain particles, inflections, arrangement, and so on 
(pp.4-5). 
 
The deep structure of the relations between the components of a sentence underpins 
a language; a similar deep structure may underlie all languages (Lívia, 2006). 
Switching between deep structures to surface ones can help humans to distinguish 
particular languages such as English as they obtain further understanding of a 
language (Lívia, 2006). Such consideration is based on the assumption that a basic 
structure, such as word rules, underpins any language (Lívia, 2006). As Smith, 
Vellenga, Parker and Bulter (2006) argue, the concept of Transformational 
Grammar is a tool that may be used to explore language structure as it illustrates and 
delineates the features used in the creation of language. It is a conceptual tool that 
may be used to engage the syntactic structure of a language, a tool which influences 
EFL teaching and learning.  
 
One such influence is teacher understanding that language is not necessarily learned 
by students observing them explicitly addressing grammar rules in their teaching 
(Lívia, 2006). This view shows up audio-lingual method and grammar-translation 
method as inappropriate approaches to be used in EFL teaching in China, especially 
in a context of globalization, where language competence is required. As Hu (2002a) 
argues: 
 
The traditional approach to ELT in the PRC has been a curious combination of the 
grammar-translation method and audiolingualism, which is characterised by systematic and detailed 
study of grammar, extensive use of cross-linguistic comparison and translation, memorisation of 
structural patterns and vocabulary, painstaking effort to form good verbal habits, an emphasis on 
written language, and a preference for literary classics (p. 93).  
 
Chomsky (1957) argues that language is learned not through the repetition of 
structural patterns, but rather by experiencing it in contexts where language learners 
are active processors of language, not passive receivers of language teaching. 
Transformational Grammar, then, challenges prevailing Chinese EFL teaching 
approaches such as grammar-translation and audio-lingual methods (Adamson, 
2004; Lívia, 2006).  
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The audio-lingual method is based on the idea that students learn a language by 
repeating certain specified language formations until automatic levels of skills are 
achieved (Lewis, 1972). It is an approach that may not promote student 
development of their learning of the target language (Herschensohn, 1990) as it is a 
mode of learning a language, rather than acquiring a language, by analysing its 
grammar rules in detail and then applying these to bilingual translation (Richards & 
Rodgers, 2001). Language learning is viewed as mechanically memorizing 
language rules to achieve an understanding and engagement of the morphology and 
syntax of a foreign language (Richards & Rodgers, 2001). A problem that teachers 
and scholars have identified with this approach (see for example Bruner, 1983) is 
that students may only have knowledge of grammar, but they may not know how to 
use it in practice, so that the development of their competence in using language is 
adversely affected. Audio-lingual method and grammar-translation method both 
present their respective problems in language teaching and learning, as discussed 
above. I have taken up such considerations as grammar-translation and 
audio-lingual method have dominated EFL teaching in China for a long time, 
perhaps even too long a time (Adamson, 2004). Students subjected to such 
language teaching methods have found themselves exposed to failure by lack of 
competence in using the English language and have often failed communications 
requirements (Adamson, 2001a; Adamson, 2004; Hu, 2002b, 2005b).  
 
My discussions of Transformational Grammar do not mean that grammatical 
knowledge is expected to be ignored in EFL teaching. Rather, I have taken the 
position that grammar is a part of language teaching but has limited application in 
relation to obtaining language competence. Grammar teaching incorporated in 
appropriate ways in language teaching, linked to direct and interactive contexts, has 
its role to play in teaching and learning in EFL contexts (Herschensohn, 1990). As 
Chomsky (1986) argues, grammar is not a set of statements about externalized 
objects constructed in some manner; it is to be linked to the language experiences of 
the learner. The issue of grammar in whatever form it presents in language learning 
and teaching, and language acquisition, continues to be a topic of some concern to 
scholars, teachers and students alike. 
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According to Seguin (1995, cited in Renou, 2001), knowledge about the grammar 
of a foreign language is essential in language teaching and learning, as it can enable 
students to have more explicit, comprehensive knowledge of language which may 
enhance their confidence in learning a foreign language. The concept of 
Transformational Grammar has made significant contributions to an understanding 
of language structures (Hubbard, 1994). Hubbard argues that if the concept of 
Transformational Grammar is approached pedagogically, teachers may be able to 
generate valuable insights that they can pass to their students. I have taken the 
position that this is the case in the context of EFL teaching in China, especially as 
research has indicated that EFL teachers mostly accept grammar-translation 
method as their conventional ones used in their teaching. It is a method that sits well 
with the cultural context within which they have been operating (Jin & Cortazzi, 
2002; Yu, 2001; Zheng & Davison, 2008), but not with the EFL curriculum reform. 
 
Chomsky’s (1957) concept of Transformational Grammar in language acquisition 
in native language speakers has been taken up by a number of teachers of second or 
foreign languages (Lívia, 2006; Yong, 2006). Despite critiques of Chomsky’s 
posited LAD, aspects of Transformational Grammar have their implications for the 
current EFL teaching and learning in Chinese secondary schools (Yong, 2006). I 
have taken the concept of Transformational Grammar in light of Hewitt’s (2006) 
proposition regarding reform, which is to ‘take what exists—the curriculum, 
schools, and the kinds of work done—and re-form them, not do away with them’ (p. 
354). Based on this, possibilities emerge for Chinese EFL teachers to consider as 
they engage relevant features of Transformational Grammar and incorporate them 
into their EFL teaching. Li (2005) for example, suggests that acknowledging 
Transformational Grammar provides opportunities for EFL teachers to explore 
general rules in language to obtain an understanding of human cognitive systems. 
Yong (2006) argues that EFL teachers need to consider insights to issues of LASS 
to provide students more exposure to and support for language practice so that they 
can gradually achieve required language outcomes.  
 
Yong (2006) argues that Transformational Grammar may help EFL teachers in 
China to focus on successful individual student development by acknowledging 
students’ innate capacities in learning a language with EFL teachers’ assistance. 
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Emphasizing individual student development is a focus of the current EFL 
curriculum reform in Chinese secondary schools (Ministry of Education, 2001a). 
EFL teachers in China are expected to consider relationships between linguistic 
competence and linguistic performance in their EFL teaching in order to implement 
effective teaching and learning activities, such as pair work or group work (Yong, 
2006). Such classroom strategies may be adopted as part of developing individual 
students’ linguistic competence to achieve the required levels of linguistic 
performance (Yong, 2006). This sort of consideration is in line with the focus of the 
reform under study, with its stated emphasis on enhancing students’ competence in 
using the English language. I have drawn on the work of such scholars that I have 
discussed in the foregoing to explore the possibilities that an understanding of 
Transformational Grammar in EFL teaching and learning in Chinese secondary 
schools may have in helping educators in developing appropriate teaching methods 
as part of EFL curriculum reform. Transformational Grammar has the potential to 
provide insights for curriculum design, and even examination design, in relation to 
ways of presenting classroom activities or exercises to engage students as 
successful and productive learners of the English language in Chinese contexts. 
 
I have considered Transformational Grammar as a part of necessary linguistic 
knowledge providing EFL teachers’ insights to EFL teaching and learning as part of 
their pre-service teacher education program. I have taken up this issue, for as 
Lantolf (1996) argues, Chomsky’s perspective on Transformational Grammar is the 
most developed and scientifically based among linguistic notions which are worth 
considering in the case of SLA. Chomsky’s perspectives provide EFL teachers with 
a way in which to obtain an understanding of ways in which a language comes into 
being and develops, as well as ways in which language acquisition comes about 
(Lakoff, 1973). Working with the idea of Transformational Grammar may further 
enable EFL teachers to make clear ways in which to improve their teaching and 
enhance students’ EFL learning competence. The concept of Transformational 
Grammar has also provided an underlying perspective for me to explore an 
understanding of language acquisition, language learning and language 
development, guiding me to Vygotskian sociocultural perspectives, as outlined in 
the next section of this chapter. 
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Approaches based on sociocultural perspectives 
One of the issues related to teaching and learning a foreign language is a 
consideration of ways of acquiring relevant linguistic competence. Linguistic 
competence in relation to language acquisition presents attractive contrasts to 
traditional grammar-translation approaches, considering grammar as not a single, 
logical, a priori system, but viewing it as a social achievement and tool (Atkinson, 
2002). Such perspectives turn to Transformational Grammar, which aims to help 
language learners to achieve effective communication in language (Atkinson, 2002), 
and positions the acquisition of a language as being closely related to social 
practices and learners’ participation in language (Mondada & Doehler, 2004). I 
have drawn on such sociocultural perspectives as theoretical bases for language 
pedagogy in the conduct of my research.  
 
Sociocultural perspectives present possible pedagogical directions for EFL teachers 
as they implement the curriculum reform (Lantolf & Pavlenko, 1995; Lantolf, 1994; 
Vygotskiy, 1978; Wertsch, Del Rio, & Alvarez, 1995). As Mondada and Doehler 
(2004) say, sociocultural perspectives are inspired by Vygotsky’s work, but 
developed by neo-Vygotskian scholars (Larsen-Freeman, 2000; Lim & Renshaw, 
2001; Ortega, 2007). Vygotsky views learning as embedded in social activities, a 
perspective that has been extended by researchers who use it as a theoretical 
position from which to investigate second language acquisition (Larsen-Freeman, 
2000). Vygotskian perspectives emphasise learning as a process where individuals 
interact with each other, participating in tasks together, and attaining a certain level 
of competence with the help of adults or more knowledgable others (McLoughlin & 
Oliver, 1999). The emphasis is on language cognition as social ability, an ability 
which emerges from the experience of language acquisition itself (Ortega, 2007). 
Ortega (2007) further argues:  
 
Learning (including language learning) is explained via processes by which the mind appropriates 
knowledge from affordances in the environment. These affordances, in turn, are fundamentally social: 
They arise out of our relations to others, via tools (including language) that mediate between us and 
our environment, and out of the specific events we experience (p. 229).  
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In such a scenario, learning occurs with the changing nature of defining or 
redefining these relationships and processes of participation (Lim & Renshaw, 
2001), where individuals’ cognitive growth and development are closely related to 
the central roles played by social interaction and cultural institutions, such as 
schools and classrooms (Donato & McCormick, 1994). Human development 
occurs because of meaningful interaction, which cannot be separated from its social 
context (Vygotsky, 1978). These sorts of conceptualisations of learning are evident 
in the goals articulated as part of China’s EFL curriculum reform, with their focus 
on students being competent as citizens of the 21st century. Student development is 
seen to be part of keeping up with the social and economic development which the 
new curriculum has been designed to address. 
 
Vygotsky first systematized his work on learning and learner development in the 
early 20th century (Goodman & Goodman, 1990; VanPatten & Williams, 2006). 
According to Antón (2002), Vygotsky considered that individual interaction 
stimulates higher psychological functions mediated by symbols and signs in 
language use, and that a shift of function from the social to the cognitive level then 
takes place within the Zone of Proximal Development (ZPD). The ZPD is:   
 
The distance between the actual developmental level as determined through independent problem 
solving and the level of potential development as determined through problem solving under adult 
guidance or in collaboration with more capable peers (Vygotsky, 1978, p. 86).  
 
According to Kinginger (2002), the ZDP is a pedagogical tool that may be used in 
an attempt to achieve those educational goals set for children. One of the 
contributions of the concept of the ZPD to education and other domains is rooted in 
its notion of assistance, which Bruner and Garton (1978) have developed into 
concepts of scaffolding, which has been further expanded by other scholars 
(Fernández, Wegerif, Mercer, & Rojas-Drummond, 2001; Lantolf & Thorne, 2007). 
Wood, Bruner and Ross (1976) say that scaffolding is the help provided by experts, 
or more knowledgeable others, for novice learners to achieve goals which are 
beyond their current levels of ability. Bruner and Garton (1978) define scaffolding 
as a sort of cognitive assistance offered by pedagogues to learners, aimed at helping 
them to solve the problems they cannot yet work out without assistance. Fernández 
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et al. (2001) see scaffolding as the way in which learners can mutually support each 
other’s development in learning by solving difficult problems together. The concept 
of scaffolding may be used by teachers to explore learners’ potential and help them 
to achieve expected and ideal goals. Scaffolding, then, emphasizes the strength of 
interaction, cooperation, negotiation and collaboration in learning, all of which are 
closely related to the stated teaching and learning processes of the reform under 
study where task-based learning is encouraged. The aims are for more interactive 
activities with classmates and teachers in order to achieve the stated learning and 
teaching goals. I have discussed task-based learning later in this chapter.  
 
The ZPD is a concept that does not sit easily alongside traditional Chinese use of 
tests and measures which only focus on examining learners’ actual level of 
development, and which ignore explorations of learners’ potential as influencing 
future learning (Lantolf & Thorne, 2007). The ZPD is a concept which may guide 
assessments towards levels which include both present and potential achievements 
of learners (Lantolf & Thorne, 2007). A number of studies has drawn on 
Vygotskian perspectives from which to investigate second language acquisition, 
EFL teaching and learning in particular (Antón, 2002; Lantolf & Pavlenko, 1995; 
Lantolf, 1994; Lantolf & Thorne, 2007), and my research is no exception as I have 
examined learner-centred and task-based methods that are to be employed as part of 
the EFL curriculum reform.  
 
Vygotskian perspectives provide a guide for the teacher as they come to understand 
the emergence of learners’ cognitive development in activities which are mediated 
by language (Kininger & Belz, 2005). Language is a symbolic tool, used as part of 
human consciousness that inform human activity (Appel & Lantolf, 1994). 
Vygotsky (1978) considers it to be better for language educators to help children to 
develop Reading and Writing skills through play rather than actually learning to 
read or to write; that people achieve language acquisition and development in the 
context of the application of that learning and development (Goodman & Goodman, 
1990). Vygotskian perspectives provide part of a framework for language educators, 
specifically EFL educators, to understand and explore ways in which language 
teaching and learning can be achieved effectively and successfully (Donato & 
McCormick, 1994). I have drawn on such perspectives to underpin my research to 
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investigate the sorts of EFL teaching and learning delivered by participant EFL 
teachers.  
 
Link to current EFL teaching and learning in China 
Language, as a social phenomenon, is developed within cultural contexts (Berns, 
1990), and language acquisition in social settings of native speakers occurs 
unconsciously (Neuman & Koskinen, 1991). Krashen (1985) argues that second or 
foreign language competence is acquired in similarly subconscious processes. 
Krashen’s (1985) main contributions to theories of SLA is his Input Hypothesis in 
relation to comprehensible input as part of language acquisition (Zheng, 2008).  
 
Neuman and Koskinen (1991) have taken up this idea of comprehensible input, 
arguing that that language competence is ‘a function of the amount of 
“comprehensible input”  received, without formal instruction in reading or 
grammar’ (p. 3). Krashen (1985) represents comprehensible input as an 
understanding of messages or meaning, where humans move from the level of i 
(their current level) to the next or higher level of i+1 (where 1 represents the 
advanced level). The formula that he gives for successful language acquisition is 
i+1 (Krashen, 1985). Krashen’s concept of comprehensible input takes the position 
that second language acquisition only takes place when learners are exposed to 
certain input (Fotos & Ellis, 1991). In Krashen’s view, language acquisition 
develops or advances on the basis of comprehensible input beyond learners’ current 
level of competence based on i+1 (Grove, 1999). 
 
The notion of comprehensible input is an influential factor in concepts of second 
language acquisition and linguistic competence (Zheng, 2008), an example of the 
application of the concepts of ZPD and scaffolding applied specifically to EFL 
teaching and learning. I have drawn upon such considerations to inform my 
research, drawing on concepts of learners’ innate capacities, linguistic competence 
and performance, and deep and surface structures related to Transformational 
Grammar and ZPDs. As Abdalla (2005) argues, linguistic competence is an 
essential component in language teaching and learning, but it ought to be 
considered along with other issues, such as those associated with culture. On the 
 78 
basis of such discussions, I have examined appropriate teaching methods and 
approaches that have been promoted as part of the EFL curriculum reform. 
  
A number of English language teaching and learning approaches have been 
employed in the reform under study. I have previously in this chapter alluded to the 
grammar-translation and the audio-lingual methods, based on teacher-centred 
approaches. Other approaches that have appeared in EFL teaching in Chinese 
secondary schools now also include Communicative Language Teaching (CLT) 
and Task-Based Learning (TBL). CLT started in the late 1960s in Britain and 
gained its status in EFL/ESL in the early 1980s (Hu, 2002a; Richards & Rodgers, 
2001). This approach, as an effort to improve EFL teaching and learning, was 
imported to China in the late 1980s (Hu, 2002a), and it has come to the fore in 
ESL/EFL teaching (Hu, 2002a; Sun & Cheng, 2000). CLT is used partly in 
response to Chomsky’s (1957) criticisms of structural theories of language, with 
Vygotskian perspectives playing an important role in theoretical bases for CLT (Hu, 
2002a; Richards & Rodgers, 2001; Zheng & Davison, 2008). As Richards and 
Rodgers (2001) say, CLT positions communicative competence as the goal of 
language acquisition and is used to ‘develop procedures for the teaching of the four 
language skills that acknowledge the interdependence of language and 
communication’ (p. 155). Zheng (2008) says that the primary role of CLT is to 
promote students’ communicative language competence. This is the key feature 
that distinguishes CLT from other more traditional teaching methods which focus 
on linguistic knowledge and ignore the concept of linguistic competence. 
Littlewood (1981) says, ‘One of the most characteristic features of communicative 
language teaching is that it pays systematic attention to functional as well as 
structural aspects of language’(p. 1). It is a feature of CLT that distinguishes it from 
traditional approaches, especially as it is more concerned with the context of 
foreign language teaching than other possible approaches (Sun & Cheng, 2000). 
CLT focuses on ‘authentic language input, real life-like language practice and 
creative generation of language output’, which at the same time ‘highly depends on 
its context’ (Sun & Cheng, 2000, p. 4).  
 
Hu (2002a) teases out the deficiencies of CLT used in the Chinese context as 
evident in the shortage of necessary resources, the large class sizes, the limited time 
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allowed for classroom teaching, EFL teachers’ limited English proficiency, and 
pressure exerted by examinations. Wang (2007) points out that although education 
departments have taken a very big step forward in promoting CLT adoption in 
China, acceptance of this approach is less than one third among Chinese EFL 
teachers.  
 
Task-based approaches 
In the schools that I have studied, I have found EFL teachers encouraged to focus on 
task-based learning in favour of any other possible language pedagogies that may 
be used as part of the reform. Task-based learning is an approach where tasks are 
employed as the centre unit of planning and instruction in language teaching 
(Richards & Rodgers, 2001). Richards and Rogers view employing tasks which 
promote learner use of communication and authentic language in EFL language 
classrooms as having significant pedagogical value, where the tasks are pieces of 
planned work used in teaching and learning in classroom practice. According to 
Richards and Rodgers (2001) ‘task’ is a core unit of planning and teaching. They 
further state that involving learners in tasks helps to develop better contexts for 
activating learning processes, providing better opportunities to engage in language 
acquisition. A task used in such ways as an activity to achieve a goal provides 
learners with experiences of processes of ‘negotiation, modification, rephrasing and 
experimentation’, the core of EFL language acquisition (Richards & Rodgers, 
2001). As they put it: 
 
A task is a piece of classroom work that involves learners in comprehending, manipulating, 
producing or interacting in the target language while their attention is focused on mobilizing their 
grammatical knowledge in order to express meaning, and in which the intention is to convey meaning 
rather than to manipulate form. The task should also have a sense of completeness, being able to stand 
alone as a communicative act in its own right with a beginning, a middle and an end (p. 228). 
 
Donato (1994) represents tasks in language acquisition as cognitive activity, 
suggesting that they are internally defined ‘through the moment-to-moment verbal 
interactions of the learners during actual task performance’ (p. 272). Myers (2000) 
interprets the notion of tasks from a Vygotskian perspective, focussing on internal 
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verbal interaction. Lee (2000, cited in Myers, 2000) proposes adopting tasks in EFL 
teaching and learning to set the stage for implementing real communication. 
Communication, as Lee (2000, cited in Myers, 2000, p. 10) argues, is the expression, 
interpretation and negotiation of meanings, rather than answering teachers’ 
questions. He further argues that using this approach means that language is used to 
accomplish tasks rather than practising particular language forms. I have drawn 
upon these discussions to obtain an understanding of task-based learning as it 
applies to the EFL curriculum reform. 
 
According to Ellis (2000), tasks are interpreted differently in different contexts. 
Nunan (2004) argues that target tasks are based on the use of language that occurs 
beyond the classroom; pedagogical tasks are those based on the language which 
occurs within the classroom. I have emphasized pedagogical tasks as my research is 
concerned with studying teacher classroom activities. Bygate et al. (2001) argue 
that pedagogical tasks highlight formal language teaching and learning and its 
assessment and, more specifically, emphasizing teachers’ actions, learners’ roles 
and learning processes as well as assessments and evaluations. Nunan (2004) 
defines pedagogical tasks as pieces of classroom work that involve learners’ 
understanding, engagement, production and interaction with the target language, 
emphasizing organization of grammatical knowledge as they attempt to express or 
convey meaning. He further points out that pedagogical tasks involve 
communicative language, suggesting that language learners are required to focus on 
expressing their meaning rather than on grammatical form.With this concept in 
mind, I have investigated task-based learning which Chinese EFL teachers are 
encouraged to use in classroom teaching as part of the reform under study.  
 
Task-based learning is an approach which offers learners tasks to engage, rather 
than items to learn, providing an environment which can best promote language 
acquisition in a natural process (Foster, 1999). This approach provides learners with 
opportunities for various interactions to promote language acquisition (Fotos & 
Ellis, 1991). Nunan (2004) suggests that task-based learning incorporates the 
following principles and practices:  
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A needs-based approach to content selection; an emphasis on learning to communicate though 
interaction in the target language; the introduction of authentic texts into learning situations; the 
provision of opportunities for learners to focus not only on language but also on the learning process 
itself; an enhancement of the learner’s own personal experiences as an important contributing 
element to classroom learning; the linking of classroom language learning with language use outside 
the classroom (p. 1). 
 
Successful language acquisition on the basis of task-based learning, then, links 
learners with meaning, providing them with particular kinds of input to facilitate 
their learning (Richards, 2002), so that meaning and input are key issues in 
task-based language learning. Mackey (1999, cited in Bruton, 2005a; Bruton, 
2005b) stresses that tasks be proposed as both input and interaction. Meaning, input 
and interaction are the key features of task-based learning, a concept which is 
consistent with the concept of Transformational Grammar and comprehensible 
input and Vygotskian perspectives. Transformational Grammar includes an 
understanding of deep structures of language, which underpins the meanings 
communication in language. Comprehensible input as part of language acquisition 
is based on the idea that that human language is acquired through an understanding 
of meaning. Vygotskian perspectives focus on meaningful interaction in language 
acquisition. All three are fundamental concepts in relation to task-based learning.  
 
I have considered task-based learning as a reaction to traditional teaching methods 
such as teacher-centred and grammar-translation in EFL teaching. As I have 
discussed previously, this derives from considerations of language acquisition as a 
developmental process that involves communication within social interaction. I 
have argued that task-based learning provides students with tasks to engage and 
appropriate environments designed to engage language acquisition successfully in 
natural ways. As Jong (2006) argues, task-based learning assists students in 
learning the target language more effectively through a natural exposure to 
meaningful task-based activities. Paired or group work is fundamental to activities 
that implementing task-based learning in EFL as part of language acquisition. In a 
task-based classroom, learners are guided ‘through cycles of task planning, 
performance, repetition, and, finally, comparisons with native speaker norms’ 
(Willis, cited in Foster, 1999, p. 69). The curriculum documents which outline the 
EFL curriculum reform suggest that this is appropriate for EFL teaching and 
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learning in China, especially as it fits into contexts of large class sizes and limited 
time described above, and has as its focus students’ comprehensive competence in 
using English language. 
 
According to Oxford (2006), teachers and students can play multiple roles in 
task-based learning, where the teacher may be 
 
[S]elector/sequencer of tasks, preparer of learners for tasks, pre-task consciousness raiser about form, 
guide, nurturer, strategy-instructor and provider of assistance’ while the learner is ‘group participant, 
monitor, risk-taker/innovator, strategy-user, goal-setter, self-evaluator, and more (p. 108).  
 
Given this, task-based learning is a significant shift in pedagogy from 
‘teacher-centred to student-centred; a shift from textbook-based to task-based 
learning and a shift from summative assessment to formative’ (Ko, 2000, cited in 
Adamson & Davison, 2003, p. 30 ). Such considerations of teachers’ and students’ 
roles in EFL teaching and learning, where both of these are designed for language 
acquisition, are also in line with the focus of the reform under study, where students 
are expected to change from passive listeners to active participants while teachers 
are required to change from main speakers to guides or directors in class.  
 
EFL teachers in Chinese secondary schools are encouraged to adopt task-based 
approaces in implementing the reform. Teachers are to design appropriate tasks in 
order to provide opportunities for student language interaction. These tasks are also 
required to take account of the concept of ZPDs as this offers a theoretical basis for 
task-based learning, where various resources can be provided according to different 
individuals’ requirements. Such considerations have provided me with insights to 
language pedagogy in relation to the reform under study. 
 
Conclusion 
In this chapter, I have given consideration to issues relation to curriculum as well as 
a framework for language pedagogy. I have approached the notion of curriculum to 
open up discussions of curriculum reform. I have explored the concept of 
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curriculum reform in relation to issues of curriculum development, and I have 
further taken account of issues of curriculum implementation and curriculum 
evaluation which are tied to those of curriculum reform. These considerations have 
provided me with conceptual tools to generate further understanding of the 
implementation of the EFL curriculum reform. I have also given consideration to 
the issues of Transformational Grammar, Vygotskian perspectives and task-based 
learning methods as these relate to EFL teaching and learning in China. In the 
following chapter, I have discussed the methodological framework for my research.  
 
 
 84 
Chapter 4 Methodological Framework 
 
 
Introduction 
In the previous chapter I have detailed issues related to conceptual tools used to 
examine the reform under study. In this chapter I have examined issues of 
methodology to inform my research, based on the concept of methodology as ‘the 
study of, or a theory of, the way that methods are used’ (Dunne, Pryor, & Yates, 
2005, p. xxi). Babbie (2008) describes methodology as the way of finding solutions 
to problems. My engagement with issues of methodology has helped me to design 
my research program and to investigate appropriate research methods, as well as to 
evaluate the research design that I have developed, as Krippendorff (2004) 
proposes.  
 
My research question is: In what ways is the current EFL curriculum reform in 
Chinese secondary schools linked to globalization? In considering this issue, I have 
developed a number of subsidiary questions, which are: In what ways has the 
current EFL curriculum in Chinese secondary schools developed? In what ways 
may this current EFL curriculum reform in Chinese secondary schools be 
constructed as being comparable to The Great Leap Forward? My investigation has 
helped me to engage discussion on ways in which the current EFL curriculum 
reform has contributed to ways in which EFL teaching and learning in China have 
developed. I have detailed considerations of methodology on which I have based 
my research below. 
 
The starting point: Ontological position 
I have first given consideration to two principal concepts in relation to my research: 
ontology and epistemology. As Blaikie (2000) argues, ontology is a view of what 
the world is like and what it is made up of. According to Crotty (1998), the world 
exists independently of mind and consciousness; the world exists before human 
beings make sense of it. Winter (2001) argues that ontology is ‘what exists a priori 
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to perception, knowledge, or language’(p. 587). Ontology, then, is a view of the 
world, its nature and structure (Crotty, 1998). As Packer and Goicoechea (2000) 
argue, ontology is ‘the consideration of being: what is, what exists, what it means 
for something—or somebody—to be’(p. 227). Ontology addresses the idea of the 
nature of reality, and I have drawn on this notion to give consideration to the reality 
of the researched world. It may be that this reality is conceived as being objectively 
experienced and objectively studied, but that does not preclude subjective 
perspectives of the world.  
 
I have taken the research process as being dependent upon a particular way of 
viewing the nature of reality, as suggested by Dunne et al (2005) and Gwele (2005a). 
The world that I have researched, indeed anyone’s research world, is a complex and 
socially constructed one, and nothing in that world can be seen as a single 
component or separated from other components, as Blaikie (1993) suggests. These 
components are part of one framework or process and they all have their particular 
relationships with each other, as is the case with my research, which focuses on the 
current EFL curriculum reform in Chinese secondary schools in a northeast region 
of China. I have approached my study of this reform as positioned in the context of 
economic development in China, which in turn has positioned the reform within 
considerations of globalization. My ontological position is based on a view of the 
world as socially constructed, and subjectively experienced. I have approached this 
reform as occurring in a context of the interaction of politics, the economy, culture 
and the wider education field in China, not as something to be considered in relation 
to its field alone. This ontological positioning has influenced my epistemological 
position, methodology and method, as Higgs (2003) suggests.  
 
Epistemological position 
Babbie (2008) says that methodology is to be regarded as part of epistemology in 
research programs. I have drawn on the work of Crotty (1998), who describes 
epistemology as ‘the theory of knowledge embedded in the theoretical perspective 
and thereby in the methodology’ (p. 3). I have drawn on this idea that a carefully 
considered epistemological position can provide researchers with solid theoretical 
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foundations for methodology. Epistemology focuses on the nature of knowledge 
(Blaikie, 1993); it is a concept which provides a tool with which the researcher may 
explore ways in which knowledge is generated (Knight, 2002). The articulation of 
my epistemological position has provided me with an underpinning of my approach 
to managing and conducting my research. More specifically, my epistemological 
position has enabled me to focus on the meaning and understanding of the reform 
under study through an investigation of Chinese EFL teachers’ lived experience, 
the relevant contexts and their mutual relationships. My exploration is based on an 
interpretivist rather than a positivist approach.  
 
Positivism is generating knowledge from experiments, observations or direct 
experience in natural sciences (Blaikie, 2000). Interpretivism is generating 
knowledge of social and personal life in the human world, based on understanding 
and interpretation of that social, human world (Walter, 2006). I have taken an 
interpretivist approach in conducting my research, which has meant a focus on the 
most salient elements of the reform under study as interpreted by those teachers 
who have been commissioned to implement it. It is a perspective which has helped 
me to open up discussions with EFL teachers in an analysis of the curriculum that 
has been implemented, but it has been an analysis that has focused on teacher 
perspectives and attitudes to the curriculum itself. I have detailed the features of the 
analysis below. 
 
An interpretive paradigm: Qualitative research 
A paradigm is a set of beliefs and relevant methods relating to the conduct of 
research (Lincoln & Guba, 1985, 2000), an overarching conceptual framework 
which provides researchers with a particular way of making sense of their research 
world, as Crotty (1998) suggests. I have turned to a paradigm informed by an 
interpretivist perspective and based on qualitative research because of the 
suggestive possibilities it provides, for ‘its relevance and its richness’(Ansari & 
Weiss, 2006, p. 177). I have chosen interpretivism with its focus on qualitative 
enquiry to base my examination of ways in which the current EFL curriculum 
reform in Chinese secondary schools is linked to globalization. This choice is based 
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on my ontological and epistemological positions as feeding into the methodological 
dimensions of my research in the way suggested by Creswell (2007) and Crotty 
(1998). I have not generated data through laboratory experiments or laboratory 
observations, but through gathering data based on EFL teachers’ perspectives of the 
phenomena in their schools, which are not visible or measurable in a positivist 
sense. The data are descriptive in nature, and I have interpreted these data as part of 
a process of making visible meanings of EFL teachers’ lived experience. I have 
further explored the world in which the reform is implemented to generate 
knowledge of this world through analysis of relevant documents.  
 
Embracing interpretivism 
Positivism and interpretivism are two general theoretical perspectives emerging 
from natural and social sciences (Crotty, 1998). Positivism accepts objective, 
empirically verifiable, accurate and visible, scientific cognition as scientific 
knowledge (Blaikie, 2000; Crotty, 1998; Scott & Morrison, 2005; Silverman, 2000). 
Phenomena such as meanings, understandings and experiences are beyond the 
scope of what positivism entails (Clark, 1998). The nature of my research suggests 
that positivism is not an appropriate perspective for me to adopt as I have conducted 
data gathering and analysis in ways which are different from ways in which 
positivism works. I have been further informed in this by the work of Kuhn (1970). 
 
Kuhn (1970) argues that scientific revolutions may be considered as a change of 
paradigms, where a new paradigm completely or partly replaces the older one that 
is to be overthrown. Kuhn (1970) also argues that science does not develop 
uniformly, but has certain alternating stages between normal and revolutionary, as 
he maintains:  
 
Normal science consists in the actualization of that promise, an actualization achieved by extending 
the knowledge of those facts that the paradigm displays as particularly revealing, by increasing the 
extent of the match between those facts and the paradigm’s predictions, and by further articulation of 
the paradigm itself (p. 24). 
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According to Kuhn (1970), paradigms which have been designed to develop 
scientific truths, senses or practices shift when new knowledge is generated by the 
research world, and such shifts challenge traditionally accepted so-called scientific 
truths. He suggests that the unobservables denied by scientists are nonetheless 
present in all research, which challenges positivist approaches. The argument is a 
critique of positivism, and it provides a theoretical impetus to my research in 
providing a research perspective in interpreting the meaning of the participants’ 
perceptions and attitudes to the reform under study, in full acknowledgment of my 
non-positivist position. I have explored participant EFL teachers’ perspectives in 
relation to the reform under study where their attitudes, feelings and beliefs are 
socially rather than scientifically constructed. According to Kuhn (1970), these 
perspectives may legitimately be included in scientific research paradigms.  
 
Interpretivism is the idea that the generation of meaning in social and personal life 
in the human world is based on understanding and interpretation of the social, 
human world (Walter, 2006). Seale (1998, cited in O'Brien, 2003) argues, ‘[A]n 
interpretivist approach emphasizes the understanding of people‘s intersubjective 
worlds which produce corresponding action and interaction’ (p. 10). Interpretivism 
provides the conceptual tools with which to explore underlying meanings within 
people’s inner worlds, including their perceptions or attitudes (Blaikie, 1993), a 
different view of the world from that of positivism. 
 
My project has been designed to explore the research participants’ perspectives and 
attitudes to the changes that the reform has brought. I have conducted a number of 
interviews and generated a number of interview transcripts for analysis. I have also 
examined a number of relevant documents, including ECS (Ministry of Education, 
2001a), relevant policies and research literature. In my analysis of these I have 
identified what has emerged as meaningful or relevant to the teachers concerned in 
implementing this reform. As Neuman (1997) argues, an interpretivist researcher 
aims to ‘develop an understanding of social life and discover how people construct 
meaning in natural settings’(p. 68), which is the case with my research. Acceptable 
knowledge for a positivist researcher is ‘observable, precise, and independent of 
theory and values’, while an interpretivist researcher ‘sees the unique features of 
specific contexts and meanings as essential to understand social meaning’ (Neuman, 
 89 
1997, p. 72). It is for such reasons that I have selected interpretivism as an 
appropriate approach for my research.  
 
I have identified an appropriate theory to give coherence and rigour to my research. 
A theory is a system of ideas which condenses or organizes knowledge for the 
purpose of shifting people’s view of the world (Neuman, 1997). Zeegers (2000) 
argues that a theory is used as a tool to guide researchers to conduct their research. I 
have taken up such considerations to investigate appropriate theories to guide my 
research, exploring two major theoretical perspectives: phenomenology and 
reconstructionism. Phenomenology applies to my research question in data 
collection and analysis. I have drawn on reconstructionism as a tool in the analysis 
of the current EFL curriculum reform in secondary schools in North East China as 
part of a social dimension of the EFL curriculum reform. I have further explored 
links between phenomenology and reconstructionism below.  
 
Phenomenology 
Phenomenology is represented as a philosophy, a paradigm or a methodology tied 
to a qualitative methods in research, having been applied to education research as 
well as other academic fields (Creswell, 2007; Danaher & Briod, 2005; Ehrich, 
2003; Goulding, 2005; Rehorick & Taylor, 1995). Whether one considers 
phenomenology as a philosophy (Heidegger, 1988; Husserl, 1970; Merleau-Ponty, 
1962) or a methodology (Schutz, 1963, 1973), it aims to extend and intensify 
understanding of direct experience (Spiegelberg, 1982). Danaher and Briod (2005) 
point out that, ‘Phenomenology remains research in the first person, one that 
describes from the explicit life-world experiences of individual Is, the shared 
structures of meaning implicit in the we’ (p. 217). Phenomenology is used to 
examine first-person experience, predominantly in relation to intentionality as far 
as that experience is concerned (Grbich, 2007). It is the study of phenomena that 
occur in everyday life in the human world through the lived experience of people 
who encounter them (Creswell, 2007; Crotty, 1996; van Manen, 1990). In 
examining the current EFL curriculum reform in Chinese secondary schools and its 
relationship with globalization as a major phenomenon through EFL teachers’ 
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experiences of it, I have drawn on Metcale and Game’s (2006) representation of 
phenomenology as being concerned with ‘direct and specific descriptions of 
experiences, of the space and time of our relations with others’ (p. 92).  
 
I have, then, used phenomenology as a conceptual tool to examine phenomena in 
the social world, as suggested by Lyotard (1991). A phenomenon is ‘anything that 
appears or presents itself, such as emotions, thoughts and physical objects’ (Ehrich, 
2003, p. 45), and phenomenology is an attempt to understand and describe the 
phenomena of an individual’s awareness (Phillipson, 1972, cited in Willis, 1999). It 
is a conceptual tool which has allowed me to see how the participants in my 
research live through and convey phenomena (Creswell, 1998, 2007).  
 
Ehrich (2003) takes issue with phenomenology as a research methodology, 
contending that it aims at describing phenomena, rather than explaining them, 
identifying phenomenology as a tool for obtaining certain knowledge through 
description of experiences in the world, a departure from a positivist perspective in 
this aspect of research, but no more than this. I have described the phenomena 
associated with the design and implementation of the reform under investigation, as 
Ehrich (2003) suggests, but I have also drawn upon phenomenology as a conceptual 
tool for use in my analysis of the data that I have generated, having turned to the 
work of other scholars to inform my activity in this regard (see for example Lyotard, 
1991; Moustakas, 1994; Neil, 1979; van Manen, 1990). Willis (1999) argues:   
 
Phenomenology is not so much a particular method as a particular approach by philosophers who 
wanted to reaffirm and describe their “being in the world” as an alternative way to human knowledge, 
rather than through the objectification of so-called positivist science (p. 94). 
 
Phenomenology, then, is an interpretive approach which focuses on everyday 
subjective meaning and experience (Holstein & Gubrium, 1998), and I have taken 
up this perspective to study participant EFL teachers’ experience of the reform 
under study.  
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The selection of Phenomenology    
Education research in the second half of the 20th century has seen a turning towards 
interpretivist approaches based on qualitative research, and this development has 
included phenomenology (Burns, 1994). Phenomenological research exhibits 
particular features which are different from any other type of research suggested by 
van Manen (1990), who argues: 
 
Phenomenology is the study of the lifeworld—the world as we immediately experience it 
pre-reflectively rather than as we conceptualize, categorize, or reflect on it. Phenomenology aims at 
gaining a deeper understanding of the nature or meaning of our everyday experiences (p. 9).  
 
It is a perspective that allows researchers not only to enter participants’ lives, but 
also to gain insights to their lived experience. Phenomenology focuses on an 
understanding of the meaning of individual lived experience (Barnacle, 2004). 
Creswell (2007) argues that phenomenology focuses on understanding the meaning 
of a concept or phenomena and that this can be extended to consider the meaning of 
individuals’ lives. Phenomenology is a unique theory (van Manen, 1990) which I 
have used to obtain an in-depth understanding of lived experience of the 
participants in my research. 
 
Grbich (2007) argues that phenomenology is a tool with which to describe given 
phenomena as accurately as possible in order to achieve understanding of their 
essence, and I have applied this idea to my research. I have turned to 
phenomenology as a theoretical perspective to underpin my research as it allows me 
to enter participant EFL teachers’ inner worlds to gain an in-depth understanding of 
their lived experience, enabling me to understand its meaning for teachers as they 
implement the reform under study. This is of some importance as I have been able 
to approach my research questions by means of these EFL teachers’ perspectives, 
attitudes, feelings, and reflections on their professional experience in relation to the 
reform. My research has focused on an investigation of EFL teachers’ experiences 
as part of generating an understanding of the relationship between the reform and 
globalization. In drawing on phenomenology in the design of my research, I have 
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examined two pivotal terms that have emerged for address: intentionality and lived 
experience. 
 
Intentionality 
In Husserl’s (1970) view, intentionality plays an influential role in gaining an 
understanding of the research world as it provides direction in guiding human 
mental processes and consciousness. This is a unique feature of human 
consciousness which other features cannot replace, as Moustakas (1994) argues, 
‘Intentionality refers to consciousness, to the internal experience of being conscious 
of something; thus the act of consciousness and the object of consciousness are 
intentionally related’(p. 8). I have highlighted the concept of intentionality as it has 
helped to guide me to an understanding of the reform, as suggested by Moustakas 
(1994).  
 
According to Budd (2005), intentionality is a cognitive demand, or an authoritative 
tendency that guides researchers to negotiate the research world.  Intentionality 
itself suggests a relationship between the subject and the object of experience 
(Willis, 1999)— a concept which can help researchers to understand that 
experience (Ehrich, 1999). Husserl (1970) comments on intentionality:  
 
We must say to ourselves again and again that without them (intentionality or intentional mental 
processes) objects and the world would not be there for us and that they are for us only with the 
meaning and mode of being that they constantly derive or have derived from these subjective 
achievements (p. 163).  
 
My research draws on the concept of intentionality in its deliberate and conscious 
engagement with EFL teachers’ descriptions of their experiences with the reform 
under study, where I have come to understand the meaning of the reform in this 
teacher world. Intentionality in my case are the processes that I have engaged to 
gain an understanding of EFL teachers’ attitudes to and perceptions of EFL 
curriculum reform as a response to globalization. This has been based on 
considerations of their views as having influenced their behaviours or experiences 
as they have implemented this reform. 
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Lived experience 
Lived experience is another term used in relation to phenomenology (Bresler, 1995). 
As van Manen (1990) argues, phenomenology is the study of everyday life and 
lived experience, and obtains a reflection of that everyday life and everyday 
experience. According to Dilthey (1985, cited in van Manen, 1990), lived 
experience is ‘immediate, pre-reflective consciousness of life: reflexive or 
self-given awareness which is, as awareness, unaware of itself’ (p. 36). This 
suggests that lived experience occurs out of direct contact with things in the world 
(Barnacle, 2004). The concept of lived experience has provided me with 
possibilities to explore participant EFL teachers’ experience of the reform as well 
as my own relevant personal experience. As Barnacle (2004) says, the value of 
experience is extended to researchers’ own particular experiences. 
 
I have drawn on the idea of lived experienced as referring to the professional 
experience of EFL teachers in secondary schools, experience which is related to 
their teaching and learning practice in classrooms. I have investigated participating 
EFL teachers’ perceptions and attitudes to their experience of the current EFL 
curriculum reform and ways in which it is linked to globalization, and 
phenomenology has provided me with an intellectual context in which to conduct 
my research. It also foregrounds ‘its logic and criteria’ (Crotty, 1998, p. 3), in that it 
has enabled me to structure the research through its various phases. I have taken the 
study of the lived experience of the teachers concerned in the implementation of the 
reform under study as both the starting point and the end point for my research, 
which is in line with van Manen’s (1990) views on lived experience. 
 
I have already referred to Ehrich’s (2003) taking issue with phenomenology as a 
research methodology even as a number of researchers have turned to it in the 
conduct of their research (Barkway, 2001). Criticism has nonetheless emerged, 
particularly in relation to the idea of phenomenology having lost its essence when it 
was adopted as a methodology in qualitative research (Les, 2005). Crotty (1996) 
argues that most phenomenological-based research is not absolute, as it is 
descriptive, subjective and not critical. Bourdieu (1977) claims that 
 94 
phenomenology is flawed as it attempts to comprehend ‘the world as self-evident’, 
‘taken-for-granted’ through describing lived experience ( p.3). These arguments are 
based on the concept of phenomenology somehow having missed or neglected an 
important research process: to study phenomena objectively (Willis, 1999).  
  
Phenomenology as advocated by researchers such as Boss (1983) proposes a strict 
study of phenomenon and a generation of meaning via directly visible experience, 
and this has generated some discussion and debate among scholars in relation to 
their understanding of phenomenology (Budd, 2005; Crotty, 1996; Danaher & 
Briod, 2005; Grant, 2008; Groenewald, 2004; Lyotard, 1991; Moustakas, 1994). 
Such scholars argue that phenomenological studies exclude internal things such as 
feelings, perceptions, and attitudes, as Leech (1989) argues. Such discussions 
represent phenomenology as not being an appropriate methodology in qualitative 
research (Willis, 1999).  
 
In response to such discussions, I have drawn upon Giorgi’ s (2000) view, as he 
contends that choosing phenomenology is an appropriate methodological approach 
as it enables the researcher to examine subjective experience objectively. I have 
also drawn upon Creswell (2007), Moustakas (1994) and van Manen’ s (1990) 
views of phenomenology. These scholars argue that phenomenology focuses not 
only on the processes of description of experience, but also on interpretation of 
experience. Their perspectives have provided me with a means of engaging the 
interrelationships of subjective and objective experience in developing my own 
understanding of the implementation of the reform under study as suggested by 
Ladki (2005). I have also drawn on the work of Grich (2007) to explore possibilities 
of research methods and strategies to investigate EFL teachers’ experience. One of 
the strategies I have used in my research is to turn to the lifeworld existentials 
identified by van Manen (1990) for the purpose of data analysis. In relation to an 
interpretation of experience, van Manen (1990) provides a useful conceptual tool 
for researchers to explore the nature of lived experience with his concept of life 
world existentials. These are lived space, lived time, lived body and lived other. 
Drawing on this concept of four existentials of lifeworld serves to engage data 
analysis as contributing to a deeper understanding of lived experience, as van 
Manen (1990) argues.  
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Lived space 
Lived space is a space in which people feel that they might be influenced by their 
accustomed or familiar working, leisure, social or studying environment (van 
Manen, 1990). Lived space is ‘the felt space’, and it is, in a general sense, ‘the 
world or landscape in which human beings move and find themselves at home’, 
rather than a mathematical space relating to height, length and depth (van Manen, 
1990, p. 102). Given the sort of familiarity involved in occupying lived space, if 
that space is in some way changed, feelings may be affected, and ways of thinking 
may be influenced in any number of ways, as van Manen (1990) suggests. I have 
considered lived space as participant EFL teachers’ felt space in which EFL 
teachers have been influenced by those environments, including the global and the 
Chinese contexts in combination with the regional and the school contexts, so that I 
have positioned the reform in both macro and micro contexts. I have discussed such 
issues further in Chapter 7 in relation to a general picture of the global and the 
Chinese contexts. I have detailed my discussions on the global, the Chinese and 
school contexts in Chapter 8, and discussed the local contexts in Chapter 9.  
 
Lived time 
Lived time is subjective time, not clock time or objective time, ‘the time that 
appears to speed up when people enjoy themselves, or slow down when they feel 
bored or when they are anxious, as in the dentist’s chair’ (van Manen, 1990, p. 104). 
Lived time is also ‘a temporal way of being in the world’ (van Manen, 1990, p. 104). 
What is more, lived time can serve as a record of people’s emotions in their lives, 
part of their lived experience. As far as my research is concerned, lived time is EFL 
teachers’ temporal lived experience, the time during which they have experienced 
the reform under study. It includes the past, the present and the future. Examining 
EFL teachers’ perspectives of lived time allows a dynamic picture of the reform 
under study to be developed, an exploration of all of which has provided a general 
picture of development of the reform under study through EFL teachers’ 
perspectives. I have developed my discussions further in Chapter 7 and Chapter 10. 
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Lived other 
Van Manen (1990) suggests, ‘Lived other is the lived relation we maintain with 
others in the interpersonal space that we share with them’(p. 104). Lived other is a 
concept that highlights the relationships maintained between participants and those 
who may influence these participants’ lives and experiences. They include social, 
organizational, familial membership and surroundings (Eggenberger, 2007). As far 
as my research is concerned, lived other is the other stakeholders in the EFL reform, 
who influence EFL teachers’ experience of the reform under study. They include 
students, parents, principals, and governments, who have provided EFL teachers’ 
support or pressure, or not, playing an influential role in their lived experience 
which has been discussed further in Chapter 7 and 9.  
 
Lived body 
Lived body is ways in which people physically experience the reality of the world. 
As van Manen (1990) states, ‘Lived body refers to the phenomenological fact that 
we are always bodily in the world’ (p. 103). I have not drawn upon considerations 
of lived body, as I have focused on the reform through EFL teachers’ perceptions 
and their attitudes, rather than through ways in which they physically experience 
this reform. This is because the reform under study is an intellectual, pedagogical, 
social, political, cultural and economic reform, not one that takes up issues of the 
physical bodies of teachers.  
  
Lived space is the contexts within which the reform under study has been 
implemented; lived time is participant EFL teachers’ temporal way of experiencing 
their implementing the reform under study, and both of these are part of their lived 
experience. That lived experience is their past and present experience as well as 
their future expectations. Lived other is the relationship between EFL teachers and 
other stakeholders in the programs they deliver, and these are students, parents, 
principals, their own colleagues, and governments. Drawing on the concept of 
lifeworld existentials in my research has assisted me in developing my own 
understanding and analysis of the implementation of this reform. To this end, I have 
adopted a certain research method, case study with data collected from interviews, a 
questionnaire and curriculum and policy documents. I have detailed such 
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considerations in Chapter 5. My focus has been on subjective experience of 
participants in my research, as suggested by Giorgi (2000), in this instance of the 
teachers concerned in implementing curriculum reform, as discussed in Chapter 3. 
A major consideration of my research design has been that of validity, and I have 
discussed issues related to this below. 
 
Trustworthiness 
The literature on qualitative research represents an increasing concern about 
assessing its quality (Creswell & Miller, 2000; Lather, 1986, 1993; Mays & 
Catherine., 2000). Issues of validity in relation to any research relate to ways in 
which it is possible to evaluate and identify effective research (Cohen, Manion, & 
Morrison, 2000; Mays & Catherine., 2000). I have discussed issues of validity as 
they emerge in relation to researchers’ perceptions of validity and their choices of 
research paradigms as influencing their decisions. Cohen, Manion and Morrison 
(2000) identify issues of validity as important factors in considering effective 
research, that is, the quality of qualitative research. I have turned to the concept of 
‘trustworthiness’ in relation to issues of validity as far as my research is concerned 
because it is consistent with my ontological and epistemological positions in 
relation to subjective views of reality and knowledge generation, and allows me to 
ensure the quality of this research. This is consistent with Creswell and Miller’s 
(2000) suggestion that choosing validity procedures is based on researchers’ lens 
and their paradigm assumptions. As Lather (1986, 1993) suggests, researchers 
adopt different means or procedures to achieve validity, and this is related to the 
methodology employed. Winter (2000) takes up the issue of validity as being 
inherent in ‘the processes and intentions of particular research methodologies and 
projects’ (p. 1)  
 
I have addressed issues of validity drawing on the work of such scholars as Lather 
(1986) and Scheurich (1997). Lather (1986; 1993) reconceptualizes validity in what 
she represents as an emancipatory context of research. She argues that validity is a 
‘limit question’ of research: one that repeatedly surfaces; one that can neither be 
avoided nor resolved; a ‘fertile obsession’ given its intractability (p. 674). Lather 
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(1993) has identified validity ‘as a regime of truth’ (p. 674) that has normalized 
researcher activities along lines established in positivist traditions, and one which 
may be challenged in interpretivist paradigms. This does not mean that issues of 
validity are not to be engaged, but that positivist views of validity may be 
challenged. Reviewing this position, Lather (1993, cited in Scheurich, 1997) 
attempts to unsettle that regime of truth that she has identified and to implode those 
‘controlling codes’, and ‘work against constraints of authority’ (Lather, 1993, cited 
in Scheurich, 1997, p. 89) as far as issues of validity for interpretivist research is 
concerned. 
 
Lather’s (1993) perspectives on issues of validity also suggest that researchers 
situate their work within a methodological framework that provides for an 
examination of ‘the conditions of legitimation of knowledge in contemporary 
post-positivism’ ( p. 673). She posits the idea of a kind of validity to be considered, 
established, and maintained, one which focuses on causality and faithfulness in 
research, moving towards a new epistemological perspective that is consistent with 
interpretivist approaches (McTaggart, 1998). Scheurich (1997) contends that issues 
of validity are a mask which covers ‘a profound and disturbing sameness’ in spite of 
its ‘ostensible differences’ (p. 81). He suggests an epistemological mask which may 
preclude or distinguish the knowledge of the untrustworthy or the invalid from the 
rest (Aguinaldo, 2004; Scheurich, 1997). Scheurich (1997) accepts the socially 
constructed nature of knowledge and associated issues of validity that then emerge 
with interpretivist approaches.  
 
According to Golafshani (2003), researchers’ perceptions of validity are diverse 
and the research paradigms they choose may influence their concepts of validity in 
relation to their own research. According to Lietz, Langer and Furman (2006) 
concepts such as reliability and validity are generally used in positivist approaches 
with quantitative research for pursuing objectivity, and, given this, do not pertain to 
my research. I have taken up the idea of issues of validity being based on the quality 
or trustworthiness of qualitative research (Davies & Dodd, 2002; Golafshani, 2003; 
Lather, 1993; Lincoln & Guba, 1985). Qualitative research emphasizes the study of 
phenomena as needing to be conducted in their natural settings, and interpreted in 
relation to meanings generated by people (Phillimore & Goodson, 2004). 
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Qualitative research, then, does not necessarily embrace quantitative research via 
measurement to engage with quantifiable and quantified data in an attempt to 
achieve objectivity (Davies & Dodd, 2002). Qualitative research entails knowledge 
being obtained through people’s subjective and interpretive social interaction 
(Phillimore & Goodson, 2004). Davies and Dodd (2002) further argue that the 
quality or trustworthiness of such research is achieved by generating meaning 
subjectively and reflectively from the social interaction in focus. What this means is 
that issues of validity in qualitative research are related to data and analyses that are 
descriptive and interpretive, not to be considered as accurate and measurable 
features of a research problem, as may be the case in quantitative research projects. 
This is the way in which my research has been carried out. 
 
Such consideration is consistent with Kuhn’s (1970) perspectives on qualitative 
research. Kuhn (1970) calls so-called scientifically-based research approaches 
myths, a step that goes some way towards discrediting the claims of positivist 
approaches. As Kuhn (1970) states: 
 
 [T]hen myths can be produced by the same sorts of methods and held for the same sorts of reasons 
that now lead to scientific knowledge. If on the other hand they are called science, then science has 
included bodies of belief quite incompatible with the ones we hold today (p. 2).  
 
I have drawn upon the term, ‘trustworthiness’, used by Lather (1986, 1993) as a 
parallel concept to validity in positivist research. My research paradigm is 
interpretivist, and I have worked with the concept of trustworthiness, as a measure 
of the success of my research outcomes, relying on the readers’ confidence in them. 
Erlandson, Harris and Skipper (1993) propose that trustworthiness can 
‘demonstrate truth value, provide the basis for applying it, and allow for external 
judgements to be made about the consistency of its procedures and the neutrality of 
its findings or decisions’ (p. 29). Trustworthiness is the result of rigorous research, 
rather than a naturally occurring thing (Lietz et al., 2006). Qualitative researchers 
take into account relevant influential factors which play key roles in research when 
establishing trustworthiness (Creswell, 1998, 2007; Lietz et al., 2006; Lincoln & 
Guba, 1985). As Lincoln and Guba (1985) argue, establishing trustworthiness in 
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qualitative research is a matter of establishing credibility, transferability, 
dependability and conformability.  
 
Credibility is obtained through examining internal consistency in qualitative 
research (Lincoln & Guba, 2000), dealing with issues of ways in which outcomes 
are compatible with reality (Merriam, 1998; Shenton, 2004). Gasson (2004) argues 
that credibility attempts to explore ways in which researchers can ensure quality in 
the research processes they engage. This suggests that credibility can be questioned 
on the basis of the subjective nature of data collected as the relationship between 
researchers and their subjects are interactive, participative and cooperative (Decrop, 
2004). This further implies that credibility is the issue most related to personal and 
interpersonal skills in qualitative research (Henderson, 1991). I have attempted to 
achieve credibility through those strategies such as researcher reflexivity, based on 
Cutcliff’s (2003) proposition that researcher reflexivity is used as an approach to 
increase the credibility of the research which I have detailed below. 
 
Transferability is the extent to which research outcomes are applicable to other 
research contexts (Decrop, 2004; Koch, 2006; Merriam, 1998; Shenton, 2004). As 
Gasson (2004) argues, transferability addresses issues of ‘how far a researcher may 
make claims for a general application of their theory’ (p. 98). This requires that 
researchers provide details of their research context and to integrate outcomes 
generated with relevant literature or similar settings (Decrop, 2004). I have 
achieved transferability through providing sufficient information related to myself, 
contexts, process, and participants, as well as the relationships between me and 
participants in ways suggested by Morrow (2005), which has enabled readers to 
determine ways in which research outcomes may transfer (Morrow, 2005). 
 
Dependability is the match between the data collected by researchers and what 
actually took place in settings (Decrop, 2004). As Gasson (2004) maintains, ‘The 
way in which a study is conducted should be consistent across time, researchers, 
and analysis techniques’ (p. 95). The concept of reality in interpretive research is 
multiple and contextual, rather than isolated and permanent (Decrop, 2004). This 
further suggests that issues of dependability stress issues of the processes of 
research, which need to be clear and repeatable or reproducible (Decrop, 2004; 
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Morrow, 2005). I have achieved dependability in that I have provided details of 
research activities and processes as well as identified emerging themes and 
categories. As Morrow (2005) argues, dependability is achieved by examining 
research design, ‘research activities and processes’ as well as its ‘influences on the 
data collecting and analysis; emerging themes, categories’ (p. 252). I have 
employed case study method, using two sites, to study details of the implementation 
of the EFL curriculum reform under study, and I have used the outcomes of this 
research to inform professional considerations of that reform for the rest of China, 
suggesting that this case study is reproducible. I have presented the details of the 
research processes engaged in Chapter 5. 
 
Conformability is one of the foundations of social research, capturing the features 
of objectivity (Decrop, 2004; Morrow, 2005). Patton (2002) links objectivity to  
instruments, rather than perspectives or beliefs of human beings, suggesting that 
objectivity is linked to quantitative research used by quantitative researchers, where 
qualitative researchers use conformability to show their ‘comparable concern to 
objectivity’ (Shenton, 2004, p. 72). Morrow (2005) takes up this view, arguing that 
‘conformability (vs. objectivity) is based on the acknowledgement that research is 
never objective’ (p. 252). It is achieved on the basis of qualitative researchers taking 
steps to assure as much as possible that the research outcomes are generated from 
the participants’ experiences and views, rather than from researchers’ descriptions 
(Shenton, 2004). Shenton (2004) also suggests that researchers use triangulation to 
promote such conformability in qualitative research.  
 
Triangulation 
Triangulation is an attempt to gain multiple perspectives on a single issues, event, 
or phenomenon to demonstrate the quality of research (Patton, 2002). As Decrop 
(2004) argues, triangulation is a term used in social science research to address the 
information derived from different perspectives to illustrate the research problem. 
Triangulation allows for improvement in researchers’ confidence when it comes to 
overcoming their bias in research (Murray, 1999). As Decrop (2004) argues, 
triangulation serves to confine biases in relation to persons and methodology and to 
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increase the trustworthiness of research. Morrow (2005) identifies it as one 
important component to assure the quality of research  
 
According to Creswell and Miller (2000), ‘[T]riangulation is a validity procedure 
where researchers search for convergence among multiple and different sources of 
information to form themes or categories in a study’ (p. 126). Using triangulation, 
data is sorted systematically to find common themes or categories by removing 
overlapping parts (Creswell & Miller, 2000). In doing so, triangulation starts ‘the 
way for richer and potentially more credible interpretations’(Decrop, 2004, p. 162). 
Triangulation has four basic types: data, methods, investigators and theories 
(Decrop, 2004; Denzin, 2009). Data triangulation is the use of various data sources 
in research; method triangulation is the adoption of several methods to study a 
single research phenomenon; investigator triangulation focuses on employing 
different investigators to examine the same body of data; and theoretical 
triangulation draws upon diverse perspectives to interpret a single set of data 
(Decrop, 2004). According to Dootson (1995, cited in Farmer, Robinson, Elliott, & 
Eyles, 2006): 
 
The type of triangulation and the decision to employ single or multiple triangulation techniques 
depend on the nature of the research question and should complement the methodological paradigms 
(e.g., phenomenology) that informs the question (p. 379). 
 
I have drawn upon data triangulation as a major trustworthiness procedure as part of 
my research as this has allowed me to access various data sources: primary, 
secondary and tertiary, providing multiple perspectives on research issues, as 
suggested by Decrop (2004). I have adopted multiple strategies in the form of 
interviews, a questionnaire and analysis of documents for the purposes of 
triangulation. I have undertaken this to provide diverse forms of evidence rather 
than one sort of data as part of enhancing the trustworthiness of my research. As 
Creswell and Miller (2000) argue, multiple data sources allow the provision of 
various evidences in order to increase the trustworthiness of research. Creswell 
(2002)  also argues: 
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Triangulation is the process of corroborating evidence from different individuals, types of data, or 
methods of data collection…. This ensures that the study will be accurate because the information is 
not drawn from a single source, individual, or process of data collection. In this way, it encourages the 
researcher to develop a report that is both accurate and credible (p. 280).  
 
Triangulation allows researchers to obtain a holistic understanding of the research 
through various evidences (Anfara, Brown, & Mangione, 2002) which is the case 
with my research.  
 
Creswell and Miller (2000) argue that trustworthiness is part of the process where 
researchers, in the early stages of their research, recognize their ‘entering beliefs 
and biases’ and ‘then to bracket or suspend those researcher biases as the study 
proceeds’ (Creswell & Miller, 2000, p. 126). I have used bracketing, discussed 
below, to demonstrate the issues of trustworthiness. My approach is also based on 
Winter’s (2000) argument that an exploration of the involvement and role of 
researchers in qualitative research may enhance the trustworthiness of research. 
 
Bracketing 
I have employed Husserl’s (1931) notion of bracketing in dealing with what 
scholars have represented as deficiencies in phenomenology as an approach to 
interpretivist research (see for example Bourdieu, 1977). Bracketing is a subjective 
and intentional intellectual device used in relation to reflection and description of 
researchers’ own lived experience. As far as phenomenology is concerned, 
bracketing is researcher reflexivity, used as one of the tools a Phenomenologist may 
employ to investigate the social world, and knowledge of that world (Gearing, 
2004). This is achieved by consciously and deliberately placing themselves beyond 
their own constructions, preconceptions and assumptions that may be closely 
related to the experience being investigated (Gearing, 2004). It is also a means used 
by researchers to clarify the trustworthiness of a work, a means by which the degree 
of freedom from researcher influence can be assessed (Ahern, 1999, cited in Rolls 
& Relf, 2006). 
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Bracketing is carried out by researchers in the processes of research design, data 
collection and data analysis (Ahern, 1999; Gearing, 2004; Klein & Westcott, 1994). 
This process of bracketing suggests that researchers are able to achieve 
interpretative conclusions even as they acknowledge their personal experiences, 
ideas or feelings in conducting the research (Bednall, 2006). Bracketing, in this 
sense, allows ‘the voices of subjectivity to emerge authentically in coming to an 
understanding of what essentially the research respondents mean in their personal 
accounts expressed though the data collection devices’ (Bednall, 2006, p. 126). As 
Husserl (1931) argues, bracketing is done not only by means of researchers’ general 
sensory observation of the experience they are studying, but also by their primary 
and direct consciousness of the phenomena that is under attention.  
 
Researchers have taken up bracketing for consideration in their phenomenological 
study as their past experiences or perceptions might cause problems in interpreting 
the meaning of participants’ lived experience (LeVasseur, 2003). They adopt 
bracketing as a tool to shed light on their preconception and related influences in 
their research (Ahern, 1999). Bracketing used in qualitative research emphasizes 
the nature or essences of lived experience (LeVasseur, 2003; Reitz, 1999). I have 
drawn upon the concept of bracketing throughout each of the distinct phases of my 
project, which include initiating my research project, collecting data and engaging 
in data analysis, drawing on suggestions in regard to each of these made by Gearing 
(2004). I have outlined my personal encounters with the new EFL curriculum at the 
beginning of Chapter 1 to show my experience of it in Chinese secondary schools. 
This is normal in a project such as mine, to ‘begin a phenomenological 
investigation with an examination of the investigator’s preconceptions of the 
phenomenon in question’(Reitz, 1999, p. 148). An acknowledgement of this kind 
serves to make researchers aware of their own biases (Reitz, 1999). I have at the 
same time clarified my ontological and epistemological perspective and explored 
the possibilities of a methodological framework for my research, identifying a 
specific orientation. This has also been part of the initial phase of bracketing which 
has helped me to set up the parameters of my research, influencing my entire 
research program. I have drawn on the concept of bracketing in establishing my 
research project, choice of methods and processes of data gathering and analysis.  
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I have turned to interviews for data collection as they may be used to inform me of 
my own preconceptions of the phenomenon in question. I have done this in order to 
‘take steps to minimize the limiting effect such biases might have on descriptions 
rendered by study participants in their interviews’ (Polkingorne, 1989, cited in 
Reitz, 1999, p. 148). I have employed an additional step in relation to interviews, 
drawing on Colaizzi’s (1978) suggestion that the final transcripts of interviews and 
preliminary outcomes of my research be discussed with the participants before 
further analysis or exploration be engaged. This has been done so that I might see 
whether or not the outcomes of my research are in line with participants’ experience, 
and not just my experience, as suggested by Reitz (1999). The employment of 
bracketing in my research is consistent with the view that bracketing may enable the 
researcher to obtain trustworthiness in the conduct of research (Bednall, 2006; 
Creswell, 2007; Husserl, 1970; Rolls & Relf, 2006). 
 
Reflexivity 
Reflexivity is ‘the capacity of any system of signification to turn back upon itself, to 
make itself its own object by referring to itself’ (Myerhoff and Ruby, 1992, cited in 
Ahern, 1999, p. 408). It is concerned with being able to expose and to examine the 
self. In research, reflexivity is researchers’ capacities to identify the perceived 
influential elements involved in their engagement with research. As Horsburgh 
(2003) says, reflexivity is used by qualitative researchers to engage a process of 
identifying their own engagement in given issues which might influence their 
understandings of the meanings and contexts what it is that they are researching. 
Smyth and Shacklock (1998) argue that reflexivity is ‘an acknowledgement of the 
ideological and historical power dominant forms of inquiry exert over the 
researcher and the researched’ (p. 6). Reflexivity, then, is researchers’ capacity to 
put aside their personal biases and their feeling, beliefs and their preconceptions in 
research (Ahern, 1999).  
 
Reflexivity allows researchers to acknowledge their own roles in influencing the 
meaning of the research in which they are engaged (Lietz et al., 2006). It 
demonstrates the quality of research as it forms part of the focus of trustworthiness. 
As Cutcliff (2003) says: 
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 [T]here appears to be a clear perception among methodological researchers that the purpose of 
reflexivity, at least in part, is to enhance the credibility of the findings by accounting for researcher 
values, beliefs, knowledge, and biases. Given that the relevant methodological literature indicates 
that reflexivity appears to involve accounting for oneself in the research, it is reasonable, therefore, to 
review briefly the techniques that have been posited as facilitating this process (p. 137).  
 
I have drawn upon reflexivity as a further means by which to ensure trustworthiness 
in relation to my research. To this end, I have focused on presenting my personal 
experience at the beginning of my research project, as set out in Chapter 1, to 
indicate my awareness of potential biases that may emerge in the processes of 
conducting my research. This is also consistent with my use of bracketing, as 
discussed above. In a similar vein, I have addressed my ontological and 
epistemological stances at the beginning of this chapter. I have also identified 
phenomenology and reconstructionism as theoretical perspectives that underpin my 
research. According to Ahern (1999), reflexivity addresses the capacity of 
researchers to address issues of their biases in research, part of which derives from 
their ontological and epistemological positions. Bracketing focuses on the 
processes of putting aside these biases in relation to data collection and analysis 
(Ahern, 1999), which I have discussed above. These are the steps that I have taken 
to address issues of bias, and in doing so, to establish trustworthiness in my research. 
In the following section, I have highlighted reconstructionism as a theoretical 
perspective within my research. 
 
Reconstructionism  
Reconstructionism is a theoretical perspective that applies in education in general 
and curriculum in particular (Adamson & Morris, 2007; Gwele, 2005a; Ornstein, 
2007; Ozmon & Craver, 2008; Stanley, 1992). It is a challenge to the status quo of a 
given society to realise an improvement of life in that society. Reconstructionism 
assumes that a given society has its problems, and identifies those problems as 
‘social injustice, problems and inequities’ (Adamson & Morris, 2007, p. 268). A 
reconstructionist perspective positions stakeholders in education programs as 
advocates of social equality, who aim to inspire people to rebuild a harmonious and 
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sympathetic society, as Brameld (1956) states. Reconstructionists recognize 
education as a means to address perceived social problems and to seek educational 
methods of initiating change in social and economic systems (Brameld, 1977). A 
reconstructionist sees education as being used to serve society and to promote 
social development. Society and education are the two main components for 
reconstructionism to focus on, both of which require constant change and 
reconstruction (Ozmon & Craver, 2008). As Ozmon and Craver (2008) state, 
reconstructionism looks to changes for a better life by embracing ways of knowing, 
democracy and a humane disposition towards members of a society. As Simmons 
and Robert-Weah (2000) argue, reconstructionism challenges social organisations 
to accept diversity and achieve equality in society. My own research focus on the 
current EFL curriculum reform implemented in Chinese secondary schools 
investigates its aims to engage challenges of globalization at the same time as it 
challenges traditional education concepts, teaching methods, content, and 
assessment, as it assists Chinese students in taking up new roles as 21st century 
citizens.  
 
Reconstructionism, as a struggle between conservation and innovation (Anthony & 
Kritsonis, 2006), implies a shift from a certain lower level of social, economic and 
political life towards a higher one (Oyelade, 2002), playing a significant role in 
promoting the reconstruction of society, especially as this relates to education 
systems and curriculum (Udvari-Solner & Thousand, 1996). I have drawn upon 
reconstructionism as a conceptual tool that underpins the reform under study. By 
this I mean that reconstructionism is in itself a phenomenon in the context of 
Chinese secondary schools that makes up part of the lived experience of teachers 
implementing the reform. I have drawn on the conception of reconstructionism in 
relation to the discussion of education, curriculum, teachers and students, detailed 
in the following sections. 
 
Reconstructionism and education 
I have taken the position that education as the centre of culture is a key factor in 
influencing transformations of a culture (Brameld, 1971; Thomas, 1994). As 
Robertson and Scholte (2007) argue, education may be regarded as not only a way 
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to pass on knowledge and skills, but also the site in which a number of social 
problems in a globalizing world may be solved, underscoring the argument the 
potential of education to promote social change (Adamson & Morris, 2007). I have 
drawn on this perspective of education as significant in rebuilding society, 
particularly in the context of globalization in relation to my research.  
 
Reconstructionists use education to challenge current social systems directly, and to 
achieve changes in economics, politics, culture and social institutions (Stanley, 
1992). According to Counts (1934), reconstructionism stresses the use of schools to 
challenge existing social orders and to achieve change. Reconstructionists 
encourage educators to engage with concepts of international peace and 
cooperation and social reconstruction in a globalizing world (Brameld, 1950, 1956), 
attempting to provide learners with a site of effective reconstructionist  learning and 
access to attainable reconstructionist goals (Anthony & Kritsonis, 2006). A 
reconstructionist perspective allows learners to be made aware of existing social 
issues and to empower them to rebuild their own societies to make new ones 
(Adamson & Morris, 2007). I have interpreted this as being one of the goals of the 
reform under study, as is also suggested by Zhong (2006). 
 
Reconstructionism emphasizes citizenship, where teachers and students work 
within their own socially and culturally established roles to seek solutions for 
existing social problems (Howard, 1994). As Ozman and Craver (2008) argue, 
reconstructionists consider that education is integral to social systems, with 
educators encouraged to be part of improving their own education system and 
through this, ultimately their society. Reconstructionists help learners to realize that 
the point of learning is to reconstruct a better society around them. It is a view 
which is consistent with Chinese cultural history and its overall education goals, 
which have been identified in Li’s (2007) work. Since the Chinese cultural context 
has been influenced strongly by collectivism and socialism, results in relation to 
relevant motivation and goals of education may be seen as being embodied in 
teaching and learning and the curricula that are related to these (Biggs, 1996; 
Brislin, 1993; Rao, 2006). My research has further indicated that these influences 
have their effect on the attitudes and behaviours of educators and learners as well, 
as Brislin (1993) also states. 
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Reconstructionism and curriculum 
The term, ‘curriculum’, has a number of connotations or interpretations, depending 
on a variety of social and ideological perspectives (Gwele, 2005a). Marsh and 
Willis (2007) provide no less than eight definitions for consideration of curriculum. 
Adamson and Morris (2007) also generate seven sorts of categories related to 
curriculum: ‘classical heritage, established knowledge, social utility, planned 
learning, experienced learning, personal transformation and life experience’ (pp. 
264-266). I have considered all Chinese education departments, from Central to 
local, as being responsible for the design and provision of relevant curricula for the 
learners for whom they are responsible. This is on the basis of Gwele’s (2005a) 
argument that curriculum is planned learning experiences provided by education 
organisations for their learners. I have extended such considerations to my own 
research in the Chinese context. 
 
From a reconstructionist perspective, curriculum may be regarded as one of the 
tools to be employed for social reconstruction (Stanley, 1992). As Adamson and 
Morris (2007) argue, reconstructionists regard curricula as agents for promoting 
social change, through which a world of economic development based on social 
prosperity, fairness, equality, and democracy, each of which is conceived as 
indispensable factors for humankind to survive in a globalizing world, may be built 
(Armstrong, 2005; Gwele, 2005a). I have considered such issues in examining the 
EFL curriculum reform. Drawing on reconstructionist perspectives in my research 
has enabled me to examine ways in which this reform may be seen in relation to 
modification of relationships within society, in particular relationships between 
culture and curriculum. Such consideration is extended from the work of 
Udvari-Solner and Thousand (1996).  
 
Again, from a reconstructionist perspective, change and adaptation is the means by 
which a country may achieve constant growth and development, as curriculum is 
changed so that education takes up new responsibilities for a society, rather than 
adhering to traditional ways (Armstrong, 2005; Glicksberg, 1944). Given such a 
perspective, reconstructionsists further propose that curriculum be constantly 
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modernized so as to involve all participating learners, for this is seen as an aspect 
which will lead them to build up their own knowledge actively, rather than 
passively accepting it. It is a typical reconstructionist goal of curriculum reform 
(Armstrong, 2005; Udvari-Solner & Thousand, 1996). 
  
Reconstructionism and participants 
The research literature explores the role of teachers in implementing education 
changes, and curriculum reform in particular, from a perspective of 
reconstructionism (Adamson & Morris, 2007; Armstrong, 2005; Gwele, 2005a; 
Ornstein, 2007). As Liston and Zeicher (1991, cited in Parks, 2006) suggest, 
teachers have taken up the role of challenging the status quo of the society, being 
concerned with problems inherent in culture and education. They argue that 
teachers have the potential to promote the development of social and education 
philosophy through their roles in influencing education policy making (Liston & 
Zeichner (1991, cited in Parks, 2006). Drawing on such reconstructionist 
perspectives (see also for example Gwele, 2005), I have considered EFL teachers in 
Chinese secondary schools as being positioned as maintaining a transformative 
position in implementing curriculum reform. Reconstructionism views teachers as 
playing a significant role in education reforms such as the reform under study.  
 
I have not only focused on exploring EFL teachers’ professional development, but 
addressed the roles of teachers in implementing that reform. I have drawn on the 
work of Brameld (1956) and Gwele (2005) as well as that of Ozmon and Craver 
(2008), whose represent reconstructionism as a theory which explains demands on 
teachers implementing curriculum reforms designed to produce specific social, 
political, cultural and economic outcomes, especially in countries that perceive 
such needs as priority areas in their developing nationhood. I have been concerned 
with EFL teachers’ perceptions of and attitudes to their direct experiences of this 
reform which have emerged from data collected and analysed. As van Driel, 
Verloop and Beigaard (2001) state, ‘A teacher’s practice and his or her personal 
knowledge of this practice constitute the starting point for change’ (p. 151). My 
interviews with EFL teacher participants have proceeded on such lines, providing 
me with data on their experiences of implementing the reform in their schools. 
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Reconstructionists position students as another important group of participants in 
any curriculum reform, as they attempt to use the knowledge learned in class to help 
seek solutions to social problems (Reed & Davis, 1999). From a reconstructionist 
perspective, an ideal student responds to the call to adjust their own learning to 
fulfill the identified needs of the society in which they live; the needs may be social, 
economic, political, spiritual, or a combination of any or all of these (Tanner & 
Tanner, 2007). It may be the case that they are to act as revolutionaries in an 
identified cause as part of their contribution to social reconstruction (Tanner & 
Tanner, 1995, 2007). Positioning students in such ways suggests that they are 
subjects of reform rather than participants in it. Reconstructionist thinking, then, 
recognizes the student as the person who may be led to identify social, economic 
and political problems and then engage them in order to promote the desired social, 
economic and political development, as Simmons and Robert-Weah (2000) argue. 
 
I have not focused on the students in secondary schools in China in my research as 
they have no experience of the previous reforms and they cannot provide significant 
information for my research in that regard. A focus on student responses to the new 
EFL curriculum is beyond the scope of my research, but that does not mean that it 
might not constitute the subject of further research in the field. My research has not 
focused on students, as the thrust of my research has been on the phenomenon of the 
reform and its implementation by teachers, and not on how this reform and its 
implementation has been received by students. A longitudinal study tracking such 
students would be required, and this is beyond the scope of my research. The result 
is that I have not focused on ways in which students may attempt to improve their 
society with the knowledge learned, which might be my future follow-up research; I 
am concerned only with the proposition that they are positioned in such a way by 
the reform under study that they may be expected to do so. My research focuses on 
ways in which the current EFL curriculum reform in Chinese secondary schools has 
been linked to globalization, partly through EFL teachers’ professional experience 
as represented in their interview transcripts, including their attitudes to teaching and 
learning as part of this reform. I have explored the tensions that emerge as rhetoric 
of reform and practical considerations in the implementation of that reform are 
considered. 
 112 
 
I have employed reconstructionism as a part of the theoretical framework that 
supports my research because its approach is consistent with current Chinese 
political and social cultural mores. Issues of culture play an underlying role 
underpinning a theoretical perspective chosen in conducting curriculum studies 
(Tobin & Dowson, 1992). Chinese culture has been strongly influenced by 
collectivism and socialism that addresses the significance of social requirements or 
concerns (Biggs, 1996; Brislin, 1993; Guan, Ron., & Xiang, 2005; Rao, 2006). 
Education in China ‘must serve socialist modernization drive, must integrate itself 
with production and labour, so as to cultivate socialist builders and successors 
featuring an all-around development in morality, intelligence, physique etc’ stated 
in the Educational Law of 1995 (The Educational Law of the People's Republic of 
China, 1995, cited in Yang, 2005, p. 28). The reform under investigation has been 
initiated to help China meet the challenges of rapid economic development in the 
21st century (Li, 2007; Ministry of Education, 1998; Wang, 2007; Zhong et al., 
2001). This action is also consistent with a reconstructionist perspective of social 
outcomes. Basic tenets within Chinese cultural history have created a fertile ground 
for reconstructionism to be considered as part of my research.  
 
A reconstructionist perspective recognizes education as a transformation agent in 
society (Brameld, 1971; Ozmon & Craver, 2008; Thomas, 1994). In Cuffaro’s 
(1995) words, educational theoretical foundations symbolize ‘choices, values, 
knowledge and beliefs’ as well as ‘aspirations, intentions and aims’ as they 
contribute to social and community decision making (p. 1). On the basis of this, I 
have turned to reconstructionism as I have engaged the lived experience of EFL 
teachers in China. It is they who have been charged with implementing the reform 
that I am investigating. Reconstructionism, then, is part of the phenomenological 
perspective that I have drawn upon to inform my research into the realities of 
current English language education in China in the context of globalization. Further, 
reconstructionism has drawn my attention to developing an understanding of social 
issues related to the popular injunction: ‘think globally and act locally’ (Thomas, 
1994, p. 77). 
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My research has focused on the current EFL curriculum reform in Chinese 
secondary schools which involves processes of reform of the EFL curriculum, 
which has emerged from a view of Chinese society being in a constant state of 
change, with its citizens’ proficiency in English becoming an education priority as 
part of that change (Zhu, 2003). It is a requirement that is consistent with a 
reconstructionist perspective, which encourages students to apply their learning to 
social practice (Ozmon& Craver, 2008). It is a perspective that suggests that 
students are to be exposed to reconstructionist ideals for their own and their 
country’s future development. It is a perspective which also requires curricula to be 
responsive in corresponding fashion. Reconstructionism has provided me with a 
further conceptual tool with which to examine processes of the reform under study 
that is inclusive of policies and the curriculum itself. I have adopted both 
phenomenology and reconstructionism in my research as they serve their different 
purposes. These two perspectives are not necessarily to be used in tandem; I have 
not attempted to use the concepts interchangeably or as equating with each other. 
Both are powerful conceptual tools that I have used at various points in the research. 
 
Phenomenology is concerned with the meaning of individuals’ experience of a 
phenomenon or phenomena (Creswell, 2007), and I have linked this with 
reconstructionism as one of the phenomena that individuals concerned with this 
reform experience, and make meaning from. Counts (1978) first published his work 
in 1932, and he represents reconstructionism as focusing on social phenomena as 
part of an attempt to rebuild a new vision of human expectations and experience. I 
have linked these two perspectives with the term ‘phenomenon’ and have 
conducted my research on the basis of that link.  
 
I have used phenomenology as a tool to enable me to focus on examining an 
education phenomenon, the current EFL curriculum reform in Chinese secondary 
schools through EFL teachers’ professional experiences. Phenomenology has 
provided me with conceptual tools that I have used to set up research procedures for 
my data collection and data analysis. Reconstructionism has allowed another set of 
conceptual tools in analyzing data generated in transcripts of interviews and 
examination of curriculum statements and policy documents in the context of 
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China’s growing presence on a globalizing world stage as it has hosted the Olympic 
Games in 2008 and achieved entry to the World Trade Organisation in 2001.  
 
Conclusion  
In this chapter, I have outlined the methodological framework for my research. This 
framework includes my ontological and epistemological positions, an interpretive 
paradigm that I have chosen, an investigation of the rational for qualitative research 
that I have chosen, and a consideration of the theories of phenomenology and 
reconstructionism. I have discussed ontological and epistemological positions as 
having accommodated my starting point in the conduct of my research, and I have 
discussed an interpretivist paradigm as having provided me with a particular way of 
making sense of my research. My choice of paradigm signifies ways in which I 
have situated myself—the particular stance I have adopted—in the conduct of my 
research. Phenomenology has provided me with a focus on research through an 
examination of EFL teachers’ lived experience. This theoretical perspective has 
enabled me to obtain a deeper understanding of the reform under study and its 
implications for EFL teachers’ professional lives. Phenomenology has also 
provided me with a conceptual tool that has helped me with designing this research 
in relation to my data collection and data analysis. Reconstructionism has allowed a 
significant perspective underlying curriculum studies in examining the current EFL 
curriculum designed for Chinese secondary schools. 
 
Research methods can be classified as two main types: quantitative and qualitative 
(Blaikie, 2000; Creswell, 1998; Crotty, 1998; Ezzy, 2006). I have selected a 
qualitative approach to pursue my research questions. Research conducted with a 
positivist’s perception might engage in a quantitative approach; for interpretivists, 
qualitative research might be employed (Creswell, 1998; Crotty, 1998; Denzin & 
Lincoln, 2000; Newton Suter, 2006; Walter, 2006). Qualitative research may be 
said to be subjective, inductive, multiple and small-scale, with data represented 
through words, pictures and thematic analyzes; quantitative research may be said to 
be objective, deductive, singular, large scale, with data represented through 
numbers and statistical analyzes (Creswell, 1994; Crotty, 1998). Based on such 
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distinctions, I have adopted qualitative research method in my research, using case 
study as the method to be employed. Given this, I have further explored relevant 
theories to underpin my research. In the following chapter I have detailed case 
study as the research method that I have employed.
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Chapter 5 Research method: case study 
 
Introduction 
In Chapter 4, I have outlined the methodological framework that I have employed 
in my research, discussing the theoretical perspectives which underpin it. In this 
chapter, I have discussed the research method that I have employed, and described 
the data collection and analysis strategies that I have used in the design and conduct 
of my research, as well as ethics issues. In designing my research, I have turned to 
case study method. I have used the strategy of a questionnaire and interviews to 
generate data from participant EFL teachers’ perspectives on the EFL curriculum 
reform that they have been required to implement, and analysis of policy and 
curriculum statements as they relate to this implementation. I have transcribed the 
interviews and read and re-read them to examine themes that have emerged for 
further discussions. I have designed interview questions to engage directly with 
participant EFL teachers’ professional lives, including their perceptions, thoughts, 
experiences, impressions, feelings and beliefs as these relate to my research 
questions, as Welman and Kruger (1999, cited in Groenewald, 2004) suggest.  
 
The dimensions of my research question have determined the criteria for choosing 
participants to be approached for my research. These are the EFL teachers who 
have experienced the reform under investigation, and because of this having been 
positioned to make sense of it (Hycner, 1999, p. 36). A further focus of my research 
has been on the meanings of the reform under study reflected in the EFL teachers’ 
responses in the questionnaire and the interviews conducted, drawing on the work 
of Bednall (2006). Bednall (2006) considers the meanings of this reform developed 
out of reflection as providing possibilities for research foci. I have discussed issues 
of choosing case study as my research method before turning to research strategies 
used. 
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Case study method 
Case study is an investigation with a focus on a certain aspect of a particular 
phenomenon to gain an understanding of its meaning in its own and possibly wider 
situations. Yin (2006) argues that case study may be used to tease out the specificity 
of the phenomenon selected for the research, a specificity which makes it different 
from other phenomena, but which may produce research outcomes from which 
generalisations may be made to a wider context. Merriam (1998) argues that case 
study is used to generate a deep understanding of contexts and meanings in relation 
to what is being investigated. Case study method, then, allows researchers to 
conduct detailed investigation of particular phenomena of interest in particular 
contexts (Hartley, 2004; Stake, 1995).  
 
Given Yin’s (2006) view of case study as being based on real life experience rather 
than what may occur in laboratory or clinical trials, it is a method that is appropriate 
in interpretivist qualitative research. Case study as a method, as George (2006) 
argues, allows the researcher to conduct a detailed examination of an aspect of a 
phenomenon in order to develop an understanding of it as a whole. The strength of 
case study lies in its focus on interactive processes within specific phenomenon to 
identify in some detail all that may come into play (Bell, 1993). The very specificity 
of detail allows for fine-grained research foci that allow the researcher to avoid the 
broad brush stroke approaches of other methods. In my research, I have applied that 
detailed focus to a specific area of North East China, and then on two regions within 
it, and then on school sites within those regions in order to pick up on details of EFL 
curriculum as they play out in individual teachers’ classrooms within the larger 
context of the vast country that is China. This has allowed me to pick out details for 
focussed attention, and on the basis of these, generate a number of knowledgeable 
insights to the national EFL curriculum reform and national outcomes of its 
implementation. According to Merriam (1998), case study focuses on studying the 
key features of a case—processes, contexts and discoveries—a concept on which I 
have drawn in designing my research  
 
According toYin (2006), researchers taking up case study method consider three 
factors: research topics, contexts and data sources. This is particularly so with 
 118 
regard to a focus on an investigation of a current phenomenon in a real context (Yin, 
2003a, 2003b, 2006). Hartley (2004) points out that case study ‘is particularly 
suited to research questions which require detailed understanding of social or 
organizational processes because of the rich data collected in context’ (p. 323). I 
have drawn on these perspectives to take up case study as it has allowed me to 
highlight major issues raised by my research question: In what ways is the current 
EFL curriculum reform linked to globalization? This question has guided me to an 
emphasis on the contexts in which the reform under study has been positioned, and 
ways in which it has been initiated and implemented on the basis of documents, 
interviews and a questionnaire. Such consideration feeds into what case study 
elaborates.  
 
Case study has allowed me to approach the selection of one province, Liaoning 
Province in North East China, and two sites within that province as being typical of 
representative features of the case, a bounded study, as suggested by Stake (1995). I 
have approached EFL curriculum reform in China as not being an isolated 
education phenomenon, having situated it in the context of constantly changing and 
complex political, social and economic developments. Such an approach to my 
investigation has enabled me to generate a general view of the reform being 
implemented throughout China as a whole. As Yin (2003a) argues, case study is to 
‘cover contextual or complex multivariate conditions and not just isolated 
variables’ (p. xi).  
 
Case study further allows the use of single or multiple strategies for in-depth 
analysis of a single phenomenon (Creswell, 1994, 1998, 2007; Jones, 2006; Kumar, 
2005). As Yin (2006) argues, multiple data resources may be used in case study 
method as they may provide different ‘logics and evidences’ (Hartley, 2004, p. 24), 
to approach issues of validity, or in my case, trustworthiness, in conducting 
research. On the basis of such considerations, I have used multiple research 
strategies: a questionnaire, interviews and document analysis. As Hartley (2004) 
argues, researchers use case study on the basis of rich data sources to explore the 
phenomenon under study in relation to detailed and complex interactions and 
processes that occur within a social context. 
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According to Stake (1995), case study enables the researcher to learn about a 
particular case on the basis of the researchers’ interests, and this is consistent with 
my consideration of taking up this research. I have used case study as my research 
method to enable me to generate a deep understanding of what the reform under 
study means in the context of China. As Merriam (1988) points out, case study is 
used to ‘gain an in-depth understanding of the situation and its meaning for those 
involved’ (p. xii). 
 
As I have drawn upon phenomenology to underpin my research on the basis of 
participant EFL teachers’ lived experience of the reform under study, I have 
explored the EFL curriculum reform in relation to participant EFL teachers’ lived 
experience of it in the context of globalization. I have done this to obtain relevant 
insights to the reform under study. My use of case study is an acknowledgment of 
the uniqueness of what these participant EFL teachers have experienced in 
implementing the reform under study because this has allowed me to, as Stake 
(1995) would have it, ‘come to know extensively and intensively’ (p. 36) about the 
meanings and contexts of the reform implemented in North East China and ways in 
which these teachers have experienced implementing it. My study of two sites 
within one case has enabled me to emphasize the experience of participants by 
allowing them to reflect on it, contributing to an understanding of this reform, and 
sharing this with me. This has allowed me to generate what Stake (1995) refers to as 
‘thick description’ of their lived experience (p. 39). Those ‘thick’ descriptions that 
Stake (1995) refers to are the in-depth and detailed reports of experience in research 
which, in the hands of a researcher, produce what may be considered virtual 
sentences that make the readers feel that they seem to experience the phenomenon 
being studied (Creswell & Miller, 2000). Thick description is to uncover what lived 
experience would convey in research (Stake, 1978, 1995, 2000). 
 
Critics of case study as a research method focus on its very nature of being a single 
case. Criticism hinges on the suggestion that it is the single case that renders it 
ineffective when it comes to providing researchers with an acceptable research 
conclusion (Tellis, 1997). One of the earliest and most persistent criticisms of case 
study has been in regard to the extent to which it may be used to generalize to 
inform other cases or to apply to other settings (Sturman, 1999). As Flyvbjerg 
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(2006a) argues, a number of scholars consider that case study cannot allow 
generalizability on the basis of a single case, implying that such a process is 
subjective and illogical, and so do not accept it as appropriate method for research 
on that basis (Flyvbjerg, 2006b). Such views of case study emerge from the 
literature, highlighting case study method’s ‘lack of rigor’ and ‘little basis for 
scientific generalization’ (Yin, 1994, p. 10). Such perspectives raise issues of 
trustworthiness in relation to case study method.  
 
In dealing with such concerns, I have drawn on the work of scholars such as Yin 
(2006), Stake (1995) and Hamel, Dufour, and Fortin (1993) in relation to these 
issues. They identify the uniqueness and specificity of case study not as weaknesses 
in the method, but strengths the researcher may draw on in those details are made 
visible in thick descriptions that demonstrate ways in which issues emerge from 
cases. These are, as Stake (1995) says, ‘…intricately wired to political, social, 
historical and especially personal contexts’ (p. 17). It is the intricacies that give the 
case study its strength as a method, for as Hamel (1993) observes, ‘…case study has 
proven to be in complete harmony with the three key words that characterize any 
qualitative method: describing, understanding and explaining’ (p. 39). My research 
has focused on ‘describing, understanding and explaining’ the lived experience of 
EFL teachers in a region of China in the sort of detail that case study method 
enables, and from this I have been able to identify features and intent of the 
curriculum reform as played out successfully or otherwise in the individual 
teachers’ professional lives.  
 
Selection of sites for research 
I have selected two representative sites, an urban one in a developed area and 
another in a less developed rural area in Liaoning Province in North East China for 
a focused investigation within the broader EFL curriculum reform. I have made my 
selection on the basis of ‘suitable’ and ‘feasible’ considerations, first of all 
identifying features that suit the focus of my research and secondly those that make 
it feasible for data collection (McMillan & Schumacher, 2001, p. 432). I have 
selected two sites rather than one as considerations of at least two sites has enabled 
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me to engage comparisons and contrasts in ways suggested by Yueh (2007) which I 
have detailed below. 
 
Liaoning Province, one of three provinces in North East China, is located in the 
south of North East China, and administered by the Chinese Central Government 
(China Travel Guide, 2007). This province is a mid-level developed region with 
political, economic, cultural and educational development typical of other areas in 
China. The current EFL curriculum reform initiated by the Ministry of Education 
has been implemented throughout this province, as is the case in most other 
provinces, including the other two North East China provinces (Zhou, 2002). In 
Liaoning Province, as in all other provinces, primary and secondary schooling is 
compulsory, with English a compulsory course in secondary schools (Adamson & 
Morris, 1997). Since the implementation of the new EFL curriculum reform, 
English is a compulsorily taught in Grade 3 in all Chinese primary schools, as 
discussed in Chapter 2 and in more detail in Chapter 6. 
 
I have chosen Site A and Site B from two different regions in Liaoning Province as 
they are under the same provincial administration, but rural Site A and urban Site B 
are different in relation to economic and social development within the same 
province. This has raised issues of glocalization and globalization to be explored in 
my research. These two regions have both adopted the English Curriculum 
Standards (ECS), but use two different versions of series of textbooks based on the 
requirements outlined in the ECS.  
 
While there are contrasts between the two regions, both have been faced with 
similar requirements in implementing the same EFL curriculum reform in their 
schools. I have chosen one school in Site B and five schools in Site A as the 
relatively small size of the EFL teaching staff in any one school in Site A cannot 
provide equal numbers of participants as those in Site B. The school in Site B and 
those in Site A are different in relation to background, size, and availability of 
resources, which I have illustrated in more detail in Chapter 8.  
  
I have obtained my initial knowledge of Liaoning and selected sites from literature 
consulted, from my former classmates and current colleagues, as well as my own 
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personal learning and teaching experience in this region. This includes my 
experience in the province as a student from primary school to teachers’ college, 
followed by a Normal University and then employment as an EFL teacher in 
secondary schools for more than 20 years. According to Patton (2002), researchers 
themselves act as an instrument in conducting their research, and their knowledge, 
experience, perceptions and perspectives can help to enhance the validity of the 
research. This suggests that researchers engage issues of validity in research as part 
of using their personal experience and their own perspectives. Such perspectives 
have guided me to examine issues of trustworthiness in relation to issues of validity 
in my research, as I have discussed in Chapter 4. In the following section I have 
given details of the participants in my research.  
 
Selection of participants for research 
I have drawn on Grant’s (2008) perspectives to inform my reasons for selecting 
participants in my research: ‘to generate as full a range as possible of elements and 
relationships that can be used in determining the essential structure of the 
phenomenon’ (p. 2). I have invited those participants who have experienced the 
reform under study in their schools and who may provide information on that 
reform. I have invited a total of 42 EFL secondary school teachers in Liaoning 
province to complete a questionnaire. I have used the questionnaire to generate an 
overall picture from these participants’ perspectives on the current EFL curriculum 
reform which they have been commissioned by education authorities to implement. 
Using a questionnaire as one of the research strategies in my research is also a way 
to strengthen research outcomes and the trustworthiness of my research in relation 
to triangulation that includes interviews and documents analysis. I have then 
selected sixteen teachers from those 42 to participate in an interview, during which 
I have investigated their responses to the reform in greater depth than responses to 
the questionnaire have allowed. I established two criteria on which to base the 
selection of teachers to interview: they would be available for interview, and they 
would have at least eighteen years of relevant professional experience in secondary 
schools. This would mean that they would have experienced the previous reform of 
1993. On the basis of this I could anticipate that they might offer perspectives that 
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could be used to compare the reforms of EFL curriculum between 1993 and the 
current one. I have chosen equal numbers of participants from each region provide 
items for comparison on these two sites. 
 
Six EFL teachers from each site who met the criteria were available to participate in 
the interviews, making a total of 12 participants. There are a number of younger 
EFL teachers who did not meet the criteria of having experienced the previous 
reforms, but they volunteered to be interviewed, and I accepted their offer because 
they met the other criteria which my research focuses on. I then included two such 
younger teachers from each site for interviews, and they have contributed 
perspectives that represent between 5 and10 years teaching experience. These 
younger teachers have provided perspectives that are limited to the implementation 
of the current EFL curriculum reform, but they have experienced the effects of the 
1993 reform as they were students themselves at that time, so that their perspectives 
provide a further dimension to my considerations of the lived experience of the 
teachers who have been charged with implementing the current EFL curriculum 
reform. 
 
While engaged in data collection, I used my personal networks—my former 
classmates or colleagues who work in these two regions—to help me to identify 
potential participants to invite, particularly for interviews, taking up the suggestions 
of McMillan and Schumacher ( 2001) and Patton (2002). I gave them the selection 
criteria so that they could suggest those who met the criteria in these schools, and 
with their assistance I found teachers who were interested and willing to participate 
in my research. All the participants were informed of the purpose and methodology 
of my research, in accordance with my university’s Ethics Committee requirements, 
before they made their decisions to participate or not. Since my research focuses on 
exploring participant EFL teachers’ lived experience, I have not approached other 
stakeholders such as students, parents, principals or education bureaucrats for the 
purpose of data collection. I have approached issues as they relate to these 
stakeholders by examining participant EFL teachers’ perspectives on these, as 
discussed in Chapter 9. 
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Data collection  
I have used a questionnaire, interviews and their transcripts, and curriculum and 
policy documents to generate data for my research. I have used a questionnaire to 
allow me to explore the EFL teachers’ characteristics, attitudes and beliefs in 
relation to my research question. As Marshall (2006) argues, a questionnaire aims 
to help researchers to explore participants’ perspectives on the related research 
questions. I have used a questionnaire with two groups of teachers. One group 
comes from one school selected in Site B, where all the EFL teachers at that school 
were willing to participate. Since all the schools are under the same municipal and 
provincial administration, they have similar characteristics and deliver the same 
EFL curriculum. Given the situation in this part of the province, any school in Site 
B could have provided sufficient EFL teacher data sources for my research. This 
has not been the case in relation to any one school in Site A, where numbers of EFL 
teachers in any of one of those schools are low. I have had to invite teachers from a 
number of schools within Site A to match the numbers of those in Site B. I have 
done this on the basis of Neuman’s (1997) suggestion that choosing equal numbers 
of participants means a basis for comparison that enhances the trustworthiness of 
the research.  
 
The questionnaire has been designed in the form of Likert Scales, which are ‘a 
measurement scale whose response categories require the respondent to indicate a 
degree of argument or disagreement with each of a series of statements’ (Malhotra, 
Hall, Shaw, & Oppenheim, 2006, p. 333). I have drawn on the idea of Likert Scales 
because the form used in such scales has allowed me to represent a visual 
representation of a continuum in relation to each question on the questionnaire. I 
have not allocated numbers to the range of possible responses, but I have asked 
participants to indicate on the scale where their response fits best. In this way I have 
been able to generate a visual representation of the strength of participant attitudes 
in relation to each of the items canvassed. Armstrong (1987, cited in Busch, 1993) 
argues that scale formats which are explicit, graphic, or bipolar may have little 
effects on outcomes, and I have adopted explicit labels such as strongly agree, 
agree, slightly agree, slightly disagree, disagree and strongly disagree rather than a 
range of scores, with the aim of signifying intervals along a continuum as well as to 
 125 
facilitate respondents interpreting these category labels meaningfully and 
consistently, as Busch (1993) suggests. This is consistent with requirements of 
qualitative research which I have discussed in Chapter 4. I have employed six 
response categories in my research, given in Appendix I.  
 
Copies of the English version of the questionnaire were sent to the participating 
teachers’ schools in the two regions selected for my research. With the help of the 
heads of schools,2 they were sent to the identified potential participants and I 
received a high rate of return: a response rate of 98 percent in Site A and 95 percent 
in Site B.3 Some returned questionnaires with a small number of questions not 
answered. I followed these up, asking for the blanks to be filled. The group of 
participants from Site B in North East China responded enthusiastically to the 
questionnaires, so that I only had to distribute and then collect them. As the group 
from Site A had not been similarly enthusiastic in returning their completed 
questionnaire, I followed this up as well. I found that this initial lack of enthusiasm 
had occurred because these teachers were not confident in their understandings of 
the questions in English, and were concerned that they would provide insufficient 
or even incorrect information. They suggested that they were also concerned that 
they had insufficient professional knowledge or ability to answer my questions, 
thinking that wrong answers would reflect badly on their schools, perhaps even 
their jobs. Given their concerns, I readministered the questionnaire, and I was 
always present during these readministrations.4 I explained the process of 
answering a questionnaire and sometimes also the meaning of individual items as 
                                                 
2
 The heads of schools whom I approached for assistance in identifying potential participants offered 
their help in doing this, which allowed me to identify potential participants to approach for data 
collection via the questionnaire. This was the full extent of their assistance as they did not 
themselves approach any of their teaching staff to participate in this research. I wish to stress the 
point that principals were not otherwise involved in the conduct of this research.  
3
 I have already informed the school principals of the relevant ethics issues in relation to their staff’s 
participation in this research to emphasize the importance of no staff being in any way encouraged or 
influenced by principals to participate in the research. I would also point out that there was and 
indeed still is no inducement for principals to encourage or influence their EFL teachers to 
participate, as this could have nothing to do with enhancing their schools, teachers or students’ 
reputations as all participants and schools are treated in such as way as to maintain their anonymity 
(see Chapter 5 and my discussion on ethics issues)  
4
 My presence while some teachers completed the questionnaire did not go beyond my responding to 
questions in English where some of the participants asked me to explain certain questions that 
challenged participants’ English language skills in relation to their understanding of the 
questionnaire. They did not ask for, nor were they offered, any prompts in relation to possible 
answers they might give. 
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these participants were not used either to completing questionnaires or having to 
draw on their comparatively low (with site B) levels of English comprehension.  
   
Interviews comprised the second phase of data collection. Selection of participants 
for interviews was made on the basis of the initial processing of data collected from 
the questionnaire. I have used interviews with the aim of generating in-depth and 
specific information from these participants to describe how they perceive the 
researched phenomenon in the way suggested by Merriam (1998). He also says that 
using interviews can help researchers to obtain an understanding of in-depth and 
particular information from participants’ descriptions of the phenomenon under 
study. I have audio-taped and transcribed the interviews for detailed study from 
which to generate in-depth understandings of teacher experiences of the reform 
under study, representing these as descriptions of their lived experience. This has 
been the most important phase and instrument of data collection in my research 
because it has enabled me to step into participants’ inner world to research their 
understandings of the EFL curriculum reform.  
 
I have designed the interview questions on the basis of questionnaire responses, to 
allow entry to participants’ inner worlds to know more about their perceptions, 
thoughts, experiences, impressions, feelings and beliefs in relation to my research 
questions, in the way suggested by Welman and Kruger (1999, cited in Groenewald, 
2004). Interviewees met the criteria described above. Each interview lasted 15-60 
minutes, depending on the participants’ knowledge and experience. The interviews 
were carried out in a conference room and they were recorded and translated and 
transcribed in full. I had already conducted a pilot investigation in order to modify 
or expand the proposed questions for both questionnaire and interviews, in ways 
suggested by Bryman (2001). The questions for these interviewees were given in 
simple English and required participants to answer in English. The majority of 
participants suggested that they preferred to use Chinese for interviews. They said 
that although they were able to converse in English, speaking Chinese meant that 
they could express themselves more easily and clearly as this was their native 
tongue, used in personal and professional conversations. I have, accordingly, in the 
main used Chinese for interviews. I have then translated the Chinese in the 
transcriptions into English and drawn upon them in my analysis of data. 
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I have also used my personal experience to enrich the study on the basis of having 
learned English and having participated in relevant programs in a foreign language 
normal school for two years, with three years in teachers’ college and another two 
years of university as well as three years of a Masters Degree study. I have had 
more than 20 years of teaching secondary school English in China and one year of 
being a Visiting Scholar in Australia, as well as the years of PhD study at an 
Australian university. This indicates that I am competent in both English and 
Chinese. I have also been invited to act as an interpreter or a translator in various 
contexts, such as in a museum, a school, a university and at an international 
conference, as well as a number of companies which requested my bilingual 
expertise. These experiences have provided me with the competence and expertise 
that have enabled me to take up the role of an interpreter and a translator in my 
research. I work on the principle that while skills translation and interpretation are 
similar, they also have their distinguishing features as Hoffer (1989) suggests. 
Translating is a process of communication, where what translators take into account 
is ‘the effective transfer of the meaning because that it precisely what clients want 
and need. Their concern is not the formal features but the context of the text’ (Nida, 
2001, p. 2 ). Translation requires that a text of target language be reliable in relation 
to the original or native language text in regard to semantics and functions as well as 
cultures, a position which does not allow the translator to do much in the way of 
explanation and summarization (Han, 2008). Interpretation takes an account of 
these aspects as far as the interpreter is concerned (Han, 2008). I have drawn on 
such concepts when translating the transcripts from Chinese to English.  
 
Documents provide researchers with a means by which to gain entry to what may be 
expected to be diverse voices, meanings and interpretations of phenomena, which 
differs from the sort of access that may be gained by means of the data generated 
from such things as interviews and questionnaires in qualitative research (Love, 
2003). This is a perspective that has guided me towards an analysis of documents as 
another source of data to be collected. I have collected and analyzed relevant 
documents in relation to my research questions, in this case relevant policy 
statements and curriculum documents. I have also sought access to published 
previous research done on public and personal records that relate to my research. As 
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part of my initial investigations, I obtained a number of such documents and 
materials from publications and accessible government websites. These documents 
have enabled preparation for and grounding of my study. 
 
Document analysis is a systematic examination of documents collected for research 
(Luo, 2007). I have turned to it to enhance and develop other qualitative research 
strategies that I have used, as a way of dealing with gaps in data as they provide 
supplementary information (Love, 2003). I have found it a useful tool to identify 
relevant changes and challenges as well as shedding light on possible future trends 
(Luo, 2007) in the EFL curriculum reform that is the subject of my research. 
 
I have used document analysis to set against the analyses of the data from the 
questionnaire and interviews. I have systematically examined documents relevant 
to my research, such as ECS, following Love’s (2003) suggestion that where 
documents ‘have been collected, catalogued, contextualized and assessed for their 
degree of authenticity, more in-depth analytic procedures can be undertaken’ (p. 
89). Analytical procedures include categorizing, coding, and content analysis (Love, 
2003) and I have extended this to my research in relation to document analysis, 
which I have detailed in Chapter 6. 
 
Data analysis 
In the following section, I have addressed ways in which I have generated meaning 
from participants’ perspectives on the reform under study. Willis (2006) argues that 
insights generated from data may work towards informing common education 
phenomena and events. I have drawn upon this perspective in my research to 
explore EFL teachers’ perceptions in relation to this reform to make meaning of it 
in the context of secondary schools and their teachers in North East China. I have 
carried out my data analysis informed by phenomenological considerations, 
particularly as this pertains to questionnaire data and interview data. As Van Manen 
(1997) argues: 
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Phenomenological research, unlike any other kind of research, makes a distinction between 
appearance and essence, between the things of our experience and that which grounds the things of 
our experience (p. 32). 
  
I have drawn on van Manen’s (1997) work in relation to phenomenological 
research to focus on the lived experience of the participants in my research, 
referring to those themes in relation to the four existentials posited by van Manen, 
detailed in Chapter 4. Such consideration has allowed me to examine the meaning 
of these participant EFL teachers’ lived experience as suggested by van Manen 
(1990; 1997). 
 
I have designed a number of closed- and open-ended questions in my questionnaire, 
but where participant EFL teachers across the sites have provided incomplete 
questionnaire forms I have not been able to include them for data analysis as the 
responses were not there for me to deal with. I have taken questionnaire responses 
and constructed a number of categories on the basis of three of van Manen’s (1990) 
four existentials, those of lived space, lived time and lived other. I have not 
employed the theme of lived body for reasons discussed in Chapter 4. I have used 
the software program EXCEL to count responses and on the basis of these 
generated visual images in the form of pie charts and graphs for descriptive 
purposes. I have not used EXCEL for engaging a quantitative analysis of the data. 
 
I have used the data from the questionnaire to generate an overall picture of the field 
under study in relation to participant EFL teachers in both sites. I have also 
highlighted a number of differences that have emerged in each site. I have 
represented the data in graphs or pie charts to illustrate the regularity of occurrence 
of respondents’ comments on such issues, or otherwise. I stress that these 
questionnaire data are for illustrative purposes only, acting as guides to the more 
in-depth explorations of teachers’ views of the current EFL curriculum reform in 
Chinese secondary schools in the interview data.  
 
I have recorded all the responses to interviews and the questionnaire separately and 
then coded them in files stored in my computer. I have drawn upon a 
phenomenological analysis informed by the work of van Manen (1990), which 
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focuses on analysis of themes that I have teased out for detailed study. On the basis 
of van Manen’s (1990) suggestions, I have firstly divided the transcripts into 
sentence clusters that may be related his suggested existentials of lived space, lived 
time and lived other that I have used to explore EFL teachers’ lived experience. I 
have identified these significant themes as they have emerged from interview data. 
These themes have provided me with the framework for identifying the structures 
of participant EFL teachers’ lived experience as meaningful in relation to the 
reform under study. 
 
Ethics issues 
Habibis (2006) argues that ethics issues are central to the research process, as 
principles of ethics and values always dominate research involving humans. My 
research is no exception; it has been conducted in compliance with the requirements 
of the University of Ballarat Human Research Ethics Committee. My research has 
been conducted with the express intention of ensuring that no harm will be done to 
any participant. Harm, in this context, refers to not only physical harm, but also 
‘psychological or emotional distress, discomfort and economic or social 
disadvantage’ (Habibis, 2006). To this end, I first made contact with the heads of 
relevant schools and then the potential participants. After a detailed explanation of 
my research, I obtained the consent of these participants. I then sent them the 
relevant documents to obtain their written and signed consent. These documents 
include the Plain Language Statement and the Informed Consent Form approved by 
the Ethics Committee of the University of Ballarat. By means of these documents, 
the participants were also reminded that they had personal freedom and rights in 
relation to the research being conducted. These documents also provided them with 
the contact details of my university, my supervisors and me. This operation further 
confirmed that they were free to raise any issues or concerns related to my research 
with the relevant university personnel. They were told that their personal 
information would be kept confidential through these documents, and given details 
of how this would be achieved.  
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Copies of the questionnaire were distributed to the participants at their schools and 
collected from there as well. The participants were invited to complete the 
questionnaires at any place they felt was appropriate and comfortable. Interviews 
were conducted in meeting-rooms in the schools. Prior to each interview, 
participants were asked permission for their interview to be recorded and as this 
permission was given I audiotaped each interview. The interviewees were also 
informed that they were free to leave the interview at any time, and they had the 
right to ask to have their interviews withdrawn from the research at any time after 
the interview was conducted. None of the interviewees made such a request. The 
participants in my research comprise a total of 42 secondary school EFL teachers 
from one school in Site B and five schools in Site A within Liaoning Province in 
North East China, whose ages range from 20 to 59. None of these participants are in 
any relative, dependent or formal power relationship with me. The data collected 
for my research have been kept in a locked filing cabinet in my office.  
 
Conclusion 
In this chapter, I have given an overview of the case study method used in my 
research, as well as data collection strategies, data analysis, and consideration of 
ethics issues. I have described the selection of sites and participants for my research 
in some detail, and I have illustrated the procedures of data collection in the form of 
a questionnaire, interviews, and documents for detailed analysis. I have also 
presented details of data analysis, particularly of questionnaire data and interview 
data. In the following chapter, I have presented the new EFL curriculum intent and 
its features on the basis of document analysis. 
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Chapter 6 New EFL curriculum intent and its 
features: The curriculum documents 
 
Introduction 
In Chapter Five I have outlined the research method used in this research, which is 
case study. In the following chapters, I have taken up my main research question 
which is: In what ways is the current EFL curriculum reform in Chinese secondary 
schools linked to globalization? I have also taken up my subsidiary questions which 
are: In what ways has the current EFL curriculum reform in secondary schools in 
China developed? In what ways may this EFL curriculum reform be constructed as 
being comparable to The Great Leap Forward? In doing so, I have started my data 
analysis with a review of the new EFL curriculum intent and its features through an 
examination of relevant government policies and curriculum documents discussed 
in Chapter 6. The features of the new EFL curriculum include resetting the role of 
English, an emphasis on students’ all-round development in EFL teaching and 
learning, continuity and flexibility of the new EFL curriculum, an emphasis on 
task-based learning and improving curriculum materials, establishing an effective 
assessment system, and an emphasis on teachers’ professional development. I have 
not considered these issues in isolation, but as setting the stage for further 
understanding the participant EFL teachers’ lived experience of implementing the 
current EFL curriculum reform. I have detailed these issues below. 
 
New EFL curriculum intent 
Since government policies of reform and opening up of China have been 
accompanied by rapid economic development in the country, a shift from a 
centrally-planned economy to a market-oriented one represents economic 
development that has been given priority in China (Hu, 2005b, 2005c; Lam, 2002; 
Wang, 2007; Wang & Lam, 2009). In the last decade of the 20th century, China was 
faced with the unprecedented challenges of globalization as it presented alongside 
the country’s increasing integration into the global economy (Hu, 2005b). In 
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response to these challenges, the Chinese government has begun to emphasize 
reforming education as education itself has been positioned as having a significant 
role to play in promoting economic development (Hu, 2005b; Hunnum, 1999; 
Nunan, 2003). Relevant policies in relation to educational reforms have been 
released throughout the country, including those in relation to basic education in 
China (Hu, 2002b). Such policies include the legislation for nine-year compulsory 
education in 1986, amended in 2006 to incorporate policies of education equity as 
the centre of building a harmonious society (Chu & Li, 2007). They also cover 
relevant funding policies including those of further improving education conditions 
of rural or less developed regions (Wei, 2008). More specifically, the State Council 
promulgated Strategic Plans for Reviving Education for the 21st Century in early 
1998 (Wang, 2007), one important part of which is to reform basic education in 
relation to curriculum, evaluation systems, content and methods of teaching (Hu, 
2007). The Decision on the Reform and Development of Basic Education (Guan and 
Meng, 2007), which focuses on reforming basic education, was released at the 
Third National Conference of Education in June, 1999. Both of these policies stress 
reform of the present curriculum system for basic education and the establishment 
of a new one focused on promoting quality education (Ministry of Education, 
2001d). These two policies suggest an emphasis on students’ all-round 
development in the new curriculum system. I have considered these two policies as 
primary driving forces for initiating the reform under study. Investigating these 
relevant policies has helped me to generate an in-depth understanding of EFL 
teachers’ lived experience as it has established the contexts for examining their 
implementing the current EFL curriculum reform in Chinese secondary schools. 
 
In response to the release of these two policies, the Ministry of Education in June 
1999 initiated a major project as it formulated the Outline of Curriculum Reform of 
Basic Education (Ministry of Education, 2001d). The Outline states that the overall 
goal of the curriculum reform is to promote a complete and comprehensive quality 
education on the basis of the former general designer of China’s development, 
Deng Xiaoping’s announcement that education needed to be modernized, 
internationalized and developed (Ministry of Education, 2001d). The Outline 
clarifies the education goals in the current curriculum reform in relation to the 
perceived need to promote students:  
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[T]o have patriotism, collectivism and socialism; to carry on the fine Chinese cultural traditions; to 
have awareness of the socialist democratic legal system and to follow national law and social ethics; 
to gradually build a healthy outlook on the world, value and life; to develop a sense of taking up social 
responsibilities and serving the people; to develop creativity, practical abilities, scientific and human 
as well as environmental awareness; to have the basic knowledge, skills and techniques for life-long 
learning; to have a healthy physique, and positive attitudes; to become a citizen with ideals, ethics, 
cultural and disciplined awareness (Ministry of Education, 2001d, p. 1).  
 
These goals for basic education articulated in the Outline indicate a focus on 
students’ knowledge, skills, attitudes and values in relation to students’ all-round 
development. This is a change from previous statements that emphasize knowledge 
and skills, rather than students’ attitudes and values (see details in the following 
section with a focus on the new EFL curriculum features). It is a change born of 
those two policies on contemporary education in China. The Outline also includes 
detailed considerations of relevant requirements for the new curriculum system: 
curriculum reform; curriculum structure; curriculum standards; teaching 
procedures; compiling and management of curriculum materials; curriculum 
evaluation; curriculum management; teacher development; and teacher education 
as well as organization and implementation (Ministry of Education, 2001d).  
 
All these have been designed to shape the new EFL curriculum system. I have taken 
the position that the Outline is a representation of major driving forces for 
implementing the curriculum reform throughout the country, including North East 
China. I have also considered the Outline as a major distinguishing feature between 
older and current EFL curriculum reform. It defines the new EFL curriculum 
system that has been implemented for Chinese secondary schools on the basis of its 
detailed descriptions of what a new curriculum system would look like. I have 
considered this in relation to the following examples.  
 
In 1999, the Ministry of Education in China had already been commissioned by the 
State Council to produce a new curriculum that aligned with all subjects in Chinese 
primary and secondary schools, including the current EFL curriculum designed for 
secondary schools (Wang, 2007). The English curriculum project team was formed 
in June, 1999, with 13 members who acted on behalf of various groups of people, 
 135 
such as research scholars, teacher educators and relevant advisors (Wang, 2007). 
The ECS, as one of the major components of the new EFL curriculum, was written, 
providing guidelines for EFL teaching and learning in basic education (primary, 
junior and senior schooling). It serves as an authoritative curriculum document in 
describing new goals, setting down contents to be explored, suggesting appropriate 
teaching methods and ways of assessment, and shaping the outcomes to be achieved 
by the new EFL curriculum (Wang & Lam, 2009). 
  
In line with the ECS, new series of new EFL textbooks have been written and 
published, and the piloting of the new curriculum started in September of 2001. The 
pilot version of EFL curriculum is the result of nation-wide consultation meetings 
organized at different levels, including the level of classroom teaching as it 
included teachers in its meetings (Wang, 2007). The piloting of the new curriculum 
with new sets of textbooks involved 38 districts, counties and cities as well as 
700,000 students across the whole country (Wang, 2007). The Outline was shaped 
and issued out of processes of careful preparation, providing a basis for 
implementing the new curriculum. I have taken such careful preparation as 
constituting a major development in relation to EFL curriculum development in 
China at the secondary level, because the guidelines provided for educators in this 
instance are a departure from previous practice that ignored such details in relation 
to reforms to be implemented. Previous reforms provided syllabuses, certainly, but 
they were not accompanied by the sorts of detailed policy, teaching and learning 
strategies, textbooks, supplementary materials and professional development 
programs that have been associated with the current reform. 
 
I have identified the intent of this reform as in comparison with The Great Leap 
Forward in the late 1950s. The radical and immature features of that movement 
were embodied in its processes of initiation and preparation that failed to go beyond 
slogans and dogmatization (Dietrich, 1986). The stated intent may have been to 
promote equality of opportunity among the population; its failure to take into 
account details of ways in which this was to be achieved meant that the intent could 
not be realized. This has not been the case with the EFL curriculum reform. 
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Exploring such issues has helped me to gain an understanding of how these 
education policy and EFL curriculum documents work in the Chinese context. As 
Finnegan (2006) argues in relation to this sort of documents, ‘…They are produced 
by human beings acting in particular circumstances and within the constraints of 
particular social, historical or administrative conditions’ (p. 144). Exploring such 
issues is consistent with my ontological position, which stresses that the world is 
socially constructed, so that the relevant education policy documents are to be seen 
as being produced on the basis of social, economic and political factors in the 
Chinese context. As Swanson and Stevenson (2002) argue, policies are ordinarily 
considered as primary driving forces behind relevant education changes, and the 
policies discussed above provide such a case. Such consideration indicates that 
policies represent intentionality of the kind referred to in phenomenological studies 
as considerations of that which is intentional, directed and purposeful (Budd, 2005). 
My analysis of data suggests that this intentionality has guided participant EFL 
teachers to implement new curriculum in their schools, contributing their own 
professional understandings of the reform as they have implemented it. Examining 
education policies has also served as a basis for exploring the features of the new 
EFL curriculum itself, leading me to an examination of the new EFL curriculum 
documents themselves, detailed below.  
 
Features of new EFL curriculum reform 
The overall structure of the new EFL curriculum designed for secondary schools in 
China is the most comprehensive ever designed (Wang, 2007). Since the new 
curriculum has been implemented in an attempt to address the shortcomings of the 
1993 English curriculum (Wang & Lam, 2009), I have presented its main features 
in comparison with that 1993 curriculum. I have outlined the following 
distinguishing features in comparison with the 1993 one. These main features (see 
Table 1) include resetting the role of English, an emphasis on students’ all-round 
development, a new curriculum with a focus on its features of continuity and 
flexibility and establishing a comprehensive assessment system. I have discussed 
the details below. 
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 English Curriculum Standards 
(2001 pilot version) 
EFL curriculum (1993) 
The role of 
English 
English for citizenship English for international 
communication 
Goals An emphasis on all-around 
development/ comprehensive 
language competence 
An emphasis on two 
basic features:  basic 
knowledge and basic 
skills 
Design Compulsory (for Levels 1-8) 
Elective (for Level 9) senior 
secondary schools)   
Additional optional units offered for 
students with particular interests for 
greater English language study 
(Level 9) 
Nine-level system with separate 
goals 
(from Grade 3 in primary school to 
Grade 12 in senior secondary 
school) 
Compulsory 
One set of goals for 
junior or senior 
secondary school 
Methods Task-based learning Communicative 
Language Teaching 
Contents Realistic, modern and healthy, rich 
and varied, closely related to 
students’ life 
Out-of-date, like an 
encyclopaedia, 
restricted in teaching 
materials 
Assessments Formative assessment and 
summative assessment 
Summative assessment 
Teachers’ 
professional 
development 
General requirements (basic 
knowledge for teaching EFL)  
Continuing education; 
Modernizing teaching 
General requirements  
 
Table 1: Features of the new EFL Curriculum adapted from Wang and Lam (2009) 
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Resetting the role of English 
In the following section, I have examined the 1993 EFL curriculum and the new 
EFL curriculum. The 1993 English curriculum designed for secondary schools 
stated that English was to be regarded as an important tool for international 
communication, requiring as many people as possible to learn it (National 
Education Committee, 1993). As Wang and Lam (2009) say, the 1993 syllabus 
emphasized ‘students’ communicative competence, independent learning ability 
and use of English’ (p. 69). A review of the 1993 EFL curriculum suggests that the 
authorities’ perceptions of the role of English began to take on dimensions of its 
being a language of international standing (Wang & Lam, 2009), which was in itself 
a new feature of that curriculum of 1993. The ECS represents English as an 
important component of citizenship education, part of the design of quality 
education, and included within a basic education program (Ministry of Education, 
2001a). In such ways has English been linked to contemporary social development, 
national policy and perceptions of citizenship in the 21st century in China, the 
Ministry of Education going so far as to suggest that every Chinese citizen requires 
knowledge of English. This resetting of the role of English in EFL teaching and 
learning represents a distinct development in EFL curriculum. 
 
In China, the concept of citizenship and citizenship education has received little 
attention, being seldom mentioned for almost 60 years, between the1950s and the 
1970s in particular (Wang, 2004). The concept of citizenship varies in different 
political systems (Cogan, 1998). In Western democratic societies, according to 
Wang (2004), the concept of citizenship is essential for individuals’ political 
socialization, and individuals are required to have ‘knowledge of social and 
political systems, attitudes and participation skills’ (p. 356). This concept also 
emphasizes the relationship of individuals with the nation-states in which they live, 
shouldering relevant obligations as well as duties for those nation-states (Wang, 
2004). I have identified the concept of citizenship education as a specific emerging 
aspect emphasized in the current EFL curriculum reform in Chinese secondary 
schools. 
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China is different from the West in its political system, with its concept of 
citizenship being an emphasis on individuals’ participation in nation-state affairs, 
but with ‘the public good over individual benefits, collectivity over self-interest, 
and responsibilities’ (Figueroa, 2004, p. 218). Citizenship in China means that 
individuals need unconditionally to obey the demands of the nation-state, the needs 
of which are to be regarded as their priority (Wang, 2004). This sort of stance 
minimizes the role of individuals in nation-state systems (Wang, 2004). From the 
1950s to the 1970s, teaching and learning in China had focused on the concept of 
collective rather than on individuals (Figueroa, 2004), which is similar to the 
context of The Great Leap Forward of the late 1950s, described in Chapter 1. China 
has been gradually changing over the last 20 years in the 20th century, implementing 
policies of openness and reform, but Chinese people’s awareness of citizenship and 
citizenship education are still unclear because of influences of radical ideology that 
have dominated politics for so long (Figueroa, 2004; Wang, 2004). The curriculum 
reform implemented in Chinese secondary schools at the beginning of 21st century 
has incorporated goals of citizenship education, highlighting them in the new 
curriculum standards, contents and modes of instruction. As Wang (2004) argues, 
people’s consciousness of citizenship in a country represents its degree of 
civilization, progress, and democratization. The emergence of awareness of 
citizenship for EFL teaching and learning suggests a prominent and new aspect in 
EFL curriculum development in China.  
 
The current EFL curriculum emphasizes that EFL teaching and learning is an 
important component for citizenship education in China (Ministry of Education, 
2001a). Learning English, as far as the Chinese people are concerned, has become 
part of what it means to be a Chinese citizen, rather than taking it as a subject 
required for study in school (Smith, 2007). Students are expected to take more 
responsibility for their own learning in English (Smith, 2007) at the same time as 
English is positioned as knowledge required for every Chinese citizen to possess. 
As Smith (2007) states: 
 
…learning of English is quickly becoming a regular component of general education in the Chinese 
public education system. This is particularly evident in the stringent English requirements placed on 
all Chinese university students both for initial entrance and later eligibility to graduates (p. 179). 
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Education for citizenship described in the new EFL curriculum is consistent with a 
reconstructionist perspective which emphasizes citizenship. Reconstructionism 
considers that teachers and students have the responsibility to assist social 
development by adopting roles of social development actors within their society 
(Howard, 1994). This is consistent with the requirements of a citizen in a socialist 
country such as China. Education for citizenship also engages challenges posed by 
globalization (Law & Ng, 2009), part of the intent of the new EFL curriculum 
reform. Resetting the role of English in the new curriculum is a prominent feature of 
the EFL curriculum reform, linked to globalization, and influencing the context in 
which teachers are to implement the reforms with which they are charged. 
 
An emphasis on students’ all-round development in EFL teaching 
and learning 
The 1993 EFL curriculum stressed only two basic aspects in comparison with the 
new one: language knowledge and language skills (Ministry of Education, 1993). 
By way of contrast, the overall goal stated in the new EFL curriculum is to develop 
students’ comprehensive language competence on the basis of their language skills, 
language knowledge, cultural understanding, learning strategies, and emotions and 
attitudes (Ministry of Education, 2001a) (see Figure 1). In comparison with the 
1993 EFL curriculum, students are required to develop not only language skills and 
language knowledge but also specified attitudes to learning, learning strategies and 
cultural awareness (Ministry of Education, 2001a). As Guan and Meng (2007) say, 
the new wave of curriculum reform represents the three-part curriculum function: 
knowledge and skills; procedures and methods; and affect and attitudes’(p. 587). 
Such an emphasis on students’ comprehensive language competence indicates that 
the new curriculum has moved towards a position of respect for the integrity of 
learners, taking individual development and their psychological and emotional 
factors into account. It suggests that the new EFL curriculum has moved 
significantly beyond learning English as a channel of knowledge acquisition 
(Johnson and Johnson, 1998, cited in Wang & Lam, 2009), shifting towards 
students’ all-round development in EFL teaching and learning, another feature of 
the new curriculum. As I have discussed in my consideration of curriculum in 
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COMPREHENSIVE 
LANGUAGE 
COMPETENCE 
Chapter 3, three factors need to be taken into account when establishing goals in a 
curriculum: knowledge, society and individuals. These three factors are to be given 
balanced consideration in relation to the goals of a curriculum (Brandt, 2007), 
which is the case with the those set for the new EFL curriculum, as represented in 
the following:   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1: The general goals adopted from Martin (2005, p. 5 ) 
2. Language Knowledge 
 Phonetics 
 Vocabulary 
 Grammar 
 Functions 
 Topics 
3. Attitudes to 
Learning 
 Motivation and interest 
 Self-confidence and 
perseverance  
 Cooperative spirit 
 National awareness 
 international view 
1. Language 
Skills 
 Listening 
 Speaking 
 Reading 
 Writing 
 
5. Cultural Awareness 
 Cultural knowledge 
 Cultural understanding 
 Awareness of and ability in 
communication  
4. Learning Strategies 
 Cognitive strategies 
 Meta-cognitive strategies 
 Communicative strategies 
 Resource strategies 
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Figure 2 Comparison of the Old and New Curriculum adopted from Martin (2005, p. 5 ) 
 
A new curriculum: Continuity and flexibility 
The 1993 EFL curriculum offered one compulsory unit designed for secondary 
schools, while the new EFL curriculum provides for one compulsory unit and one 
elective unit after the period of compulsory education, to be undertaken by students 
in senior secondary schools (Ministry of Education, 1993, 2001a). It is a 
progression within the new EFL curriculum compared with that of 1993. The 
elective unit delivered in senior schools offers students more flexibility and 
openness, providing possibilities for teaching in line with diverse levels of 
competence within the student body (Wang & Lam, 2009). It is a further progress in 
comparison to the 1993 EFL curriculum, which I have detailed below. 
 
There was one general set of goals and requirements for teaching and learning in 
secondary schools in the 1993 EFL curriculum (National Education Committee, 
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1993). The new EFL curriculum grades goals and requirements within a nine-level 
system. This is in an attempt to identify and codify requirements in relation to 
diverse levels of students from Level 1 in primary schools to Level 9 in senior 
secondary schools (Ministry of Education, 2001a; National Education Committee, 
1993). The Ministry of Education (2001a) states that students in primary schools 
are required to start learning English from Level 1 to Level 2. Those in junior 
secondary schools are to learn from Level 3 to Level 5 and those in senior 
secondary schools from Level 6 to Level 8. Level 9 is offered for students involved 
in specific courses such as English for Special Purposes (ESP) courses or cultural 
and literary courses and so on (Ministry of Education, 2001a) (see Table 2 for 
details). The new EFL curriculum is in such ways designed to bring both primary 
and secondary school English together, forming one developmental continuum in 
EFL teaching and learning as part of basic education. This is one of the most 
prominent features of the design of the new EFL curriculum.  
 
 
Primary School Work 
towards: 
Notes 
Grade 3 Level 1 
Grade 4 Level 1 
Grade 5 Level 2 
Students to start studying English in Grade 3 
Grade 6 Level 2 The required standard for the end of primary 
school 
 
 
Junior Middle 
School 
Work 
towards: 
Notes 
Grade 7 (= Junior 1) Level 3 
Grade 8 (= Junior 2) Level 4 
Students to build on English language 
knowledge from Primary School 
Grade 9 (= Junior 3) Level 5 The required standard for the end of junior 
middle school 
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Senior Middle 
School 
Work 
towards: 
Notes 
Senior 1 Level 6 
Senior 2 Level 7 
Students to build on English language 
knowledge from Junior School 
Senior 3 Level 8 The required standard for senior middle school 
graduation 
 Level 9 An extension level for specialist schools and 
able students 
 
Table 2: Levels and Grades [adapted from English Curriculum Standards adapted from 
Martin (2005, p. 4)  
 
 
This new design of EFL curriculum has English specified as a subject required in 
the primary school curriculum for students of Year 3, so that junior secondary 
school is not the starting point of teaching or learning English. A progression in 
primary schools and junior secondary schools in EFL teaching and learning is part 
of the design. EFL teaching and learning starting from primary schools is to be 
implemented first in cities, counties and provinces, and then gradually in towns and 
villages, suggested in the new EFL curriculum statements (Ministry of Education, 
2001d). To ensure the success of the reform, there is a further requirement that the 
education department in each province work out its own strategic plan for 
implementing English teaching in primary schools in relation to starting age, 
timelines, and EFL teacher’s professional development (Ministry of Education, 
2001d). These are issues that have been taken up by the Ministry of Education, 
which has focused on a developmental approach in rolling out the new EFL 
curriculum (Ministry of Education, 2001d). 
  
According to Wang (2007), the linking of both primary and secondary English 
language teaching and learning aims to make effective and better employment of 
EFL teaching and learning resources. It also shows flexibility and practicality in the 
curriculum as local educational institutions maintain control of decision-making 
regarding issues of when to learn English in primary schools and what level needs 
to be reached in relation to their own contexts (Wang, 2007). This change in attitude 
to curriculum implementation provides flexibility to both schools and students as 
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they follow the nine levels as they progress, and it further provides flexibility for 
different regions in China as they consider their respective teaching conditions in 
relation to these nine levels (Ministry of Education, 2001d).  
 
An emphasis on task-based learning and improving curriculum 
materials 
The new EFL curriculum promotes task-based learning to achieve its overall goal in 
EFL teaching and learning. It emphasizes learning achievement and improvement 
to be achieved by tasks (Martin, 2005; Ministry of Education, 2001a). The 
curriculum document states that students, guided by EFL teachers, need to 
experience a process of senses, experiments, practices, participations and 
cooperation, as well as adjusting their learning strategies and emotions to these, and 
holding positive attitudes to learning when completing any one task (Martin, 2005; 
Ministry of Education, 2001a). It is an approach to EFL teaching and learning that 
indicates that the new EFL curriculum has moved towards a focus on procedures of 
teaching and learning, particularly on students’ learning experiences, where 
students are positioned at the centre of EFL teaching and learning with the adoption 
of task-based learning (Wang, 2007). An emphasis of task-based learning as a 
teaching and learning approach is part of the design, to respond to policies of 
education for citizenship and students’ all-round development.  
 
Using task-based learning in the new EFL curriculum is consistent with 
considerations of curriculum in relation to issues associated with the development 
of an overarching framework for language pedagogy, as discussed in Chapter 3. I 
have discussed task-based learning as an approach that provides students with 
relevant and pedagogically sound tasks, creating an appropriate environment for 
students to learn a language as part of a natural language acquisition process (Foster, 
1999). The new EFL curriculum suggests that a task-based approach to EFL 
teaching and learning offers that students more opportunities for experiencing the 
processes of language acquisition. Task-based learning in the new EFL curriculum 
is based on pair work and group work (Myers, 2000), which is an appropriate 
strategy in the Chinese context of large class sizes and limited time available in a 
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crowded curriculum for EFL teaching and learning. The CLT proposed in the 1993 
curriculum produced difficulties in relation to its use in the Chinese context as it 
could not solve those problems described by Hu (2002a), presented in Chapter 3. 
Liao (2000) argues:  
 
These difficulties are related to the approach itself as well as the past teaching traditions and present 
situations of English language teaching and learning in China. They include the teachers’ lack of 
language proficiency and cultural knowledge, no familiarity with the new method, and the negative 
influence educational traditions on teachers (p. 5).  
 
EFL teaching and learning in the Chinese context in 1993 did not provide adequate 
conditions for CLT to be embedded in an EFL teaching and learning program. I 
have viewed an emphasis on task-based learning in the new EFL curriculum as 
providing a more appropriate approach to be employed in EFL teaching and 
learning in the context of the schools that are to implement the new EFL curriculum, 
another feature that presents itself as a departure from the 1993 EFL curriculum.  
 
The new EFL curriculum also stresses that the content of teaching and learning 
materials needs to be realistic, modern, and rich and varied as well as being closely 
related to students’ life (Martin, 2005; Ministry of Education, 2001a). Students are 
encouraged to use various resources to experience language learning, such as the 
Internet, audio and visual materials, and taking up responsibility for developing 
learning materials themselves (Martin, 2005; Ministry of Education, 2001a). The 
Ministry also stresses that the new series of EFL textbooks to accompany the EFL 
reforms need to reflect students’ life experiences as they emphasize appropriate 
teaching and learning strategies to affect this. In contrast, the content and 
curriculum of compulsory education that included the 1993 EFL textbooks 
restricted teaching and learning materials in relation to subject development, 
ignoring students’ requirements for a life to be lived beyond the confines of the 
classroom (Guan & Meng, 2007). The curriculum content in 1993 could be 
considered in the same light as an outdated encyclopaedia, one which was not 
capable of matching the increasingly salient requirements of social development; 
these textbooks’ contents did not relate to real life, lagging behind rapid Chinese 
political, social and economic development (Guan & Meng, 2007). Such contents 
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also ignored issues of students’ learning strategies and practical skills (Guan & 
Meng, 2007). The curriculum materials as they present in the new EFL curriculum 
are another feature that contrasts with the 1993 one.  
 
Exploring the issue in relation to textbooks is part of generating an understanding of 
curriculum reform, for as Richard (2001) argues, a textbook is one of the most 
important components in considering curriculum reform. According to Marsh 
(2004), a textbook as part of curriculum materials plays a major role in everyday 
activities of teaching and learning. It is produced to engage the specific curriculum 
required in a particular context (Hewitt, 2006). Improving a textbook indicates the 
development of a curriculum (Bloom, 2007), and in this case forms part of the new 
features of the new EFL curriculum.  
 
Establishing an effective assessment system  
Another feature of the new EFL curriculum which is worth noting here is a 
corresponding assessment system that has been established. The new curriculum 
stresses introducing formative assessment in addition to summative assessment 
(Ministry of Education, 2001a). It also states that formative assessment needs to be 
positioned as the centre of this new assessment system in EFL teaching and learning, 
emphasizing students’ active participation and confidence in EFL teaching and 
learning, while summative assessment will examine students’ integrated language 
skills and their abilities in using language at the end of their programs of EFL study 
(Ministry of Education, 2001a). This inclusion of formative assessment as part of 
the new assessment system allows students to focus on the processes of learning 
through their active participation in it. It also helps them to develop their 
comprehensive language competence, as required in the new EFL curriculum, 
through that active participation, promoting a healthy personal development by 
emphasizing confidence in their own language learning. This new assessment 
system also promotes EFL teachers’ concerns with student development as they 
adopt formative assessment that focuses on learning processes. Teaching processes 
are, as Harmer (2000, cited in Li, 2009) points out, ‘The basic building blocks for 
successful language teaching and learning’ within which ‘learners need to be 
motivated, be exposed to language, and given chances to use it’ (p. 26). Formative 
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assessment addresses assessment as part of the processes of development (Li, 
2009).  
 
In comparison with the 1993 EFL curriculum, which mainly focused on summative 
assessment, this new assessment system is a change for the better. As I have 
discussed in Chapter 3, assessment is the means used by teachers to assess students 
on their expected changes in relation to students’ knowledge, skills or attitudes, and 
it plays an influential role in curriculum reform (Brady, 1995; Marsh, 2004). 
Assessment includes summative assessment and formative assessment, which I 
have detailed in Chapter 3. In the case of the new EFL curriculum, assessment is 
considered more effective in relation to student achievement when both summative 
and formative assessment are used, in ways suggested by Brookhart (2001). As 
Guan and Meng (2007) say, the new curriculum proposes a much more effective 
assessment system as it focuses on students’ learning processes, and involving 
formative assessment in summative assessment. 
 
The new assessment system sits within the new curriculum as part of progressive 
phases of language learning embodied in those nine levels of basic education in 
China. As Wang and Lam (2009) say, ‘The formative element in assessment is in 
line with the new calibration of progressive states of foreign language learning into 
nine bands’ (p. 71). Formative assessment, considered in this light, has a role to 
play in progressively developing language learning skills as part of the new 
curriculum, for as Wang (2007) states, the new assessment system shifts from a 
focus on ‘purely exam-based’ to a focus on ‘a more performance and 
progress-based one’(p. 99) where EFL teachers are encouraged to adopt formative 
assessment to monitor students’ learning progress. The new assessment system is a 
notable development in the new EFL curriculum, especially given China’s 
traditional reliance on examination systems. As Priestley (2002) argues, assessment 
is an aspect to be included in such a major reform as it catches up with global trends.  
 
An emphasis on teachers’ professional development  
An emphasis on teachers’ professional development is another feature of the new 
EFL curriculum. As Huang (2004) states, teachers’ professional development has 
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attracted increasing attention in the current EFL curriculum reform. With various 
reform policies implemented, demands have been increasingly placed on teachers, 
including those that relate to ‘educational philosophies, standards of professional 
competences, curriculum’s, syllabuses, methodologies and teaching materials’ (Gu, 
1994, cited in Hu, 2005c, p. 686). These features constitute general requirements 
for teachers’ professional development, including that of EFL teachers’. EFL 
teachers implementing the new EFL curriculum reform are also expected to update 
knowledge bases constantly to cope with the requirements based on areas of social 
development as far as English curriculum is concerned (Ministry of Education, 
2001a). To this end, EFL teachers are: 
 
[T]o be familiar with language teaching and learning in relation to educational principles, goals, 
contents, and methods as well as psychological theories; to have the abilities for selecting and 
adjusting their teaching to engage diverse requirements of students; to develop their abilities in 
controlling their classroom teaching, adopting various teaching skills and teaching methods flexibly; 
to make good use of modern educational techniques, applying them to the process of their continuing 
study and their classroom teaching; to strengthen consciously their national and intercultural 
awareness; to explore an effective teaching method with an active and creative intention in response 
to the requirements of teaching and learning as well as local conditions; to reflect constantly on their 
own teaching practice in an attempt to become a teacher with the awareness of innovation and 
creation, and a research interest (Ministry of Education, 2001a, p. 31).  
 
Such statements provide guidelines for teachers’ professional development under 
the new curriculum in relation to their knowledge, skills, methods, techniques, 
intercultural understanding and awareness and their awareness of innovation and 
creativity, as well as the development of the ability to put theory into practice. As 
Shao (2004) argues, an effective professional development system has to be in 
place for teachers to be able to translate research into classroom teaching practice. 
 
This new EFL curriculum places a particular emphasis on teachers’ abilities to 
adopt modern education resources such as information technology in EFL teaching 
(Wang, 2007), part of an attempt to modernize teaching. This consideration links 
EFL teachers’ professional development to challenges for education posed by 
globalization. Teachers’ continuing education in relation to professional 
development has been a major focus in the new EFL curriculum. As Hu (2005a) 
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points out, the notion of teachers’ career-long development has been developed and 
articulated, ‘to improve the professional quality of the teaching force through 
institutionalizing continuing education, enforcing a teacher licensure system, and 
upgrading the professional competence of core teachers’ (p. 686). This too may be 
considered in relation to EFL teachers’ professional development as progressive 
aspects in the new EFL curriculum in comparison with the previous one. According 
to Gu (1994, cited in Hu, 2005a), since the1980s, teachers have needed to embrace 
new education ideas and professional competences. They also have needed to have 
developed an understanding of curriculum, syllabus, methodologies and relevant 
teaching materials (Gu, 1994 cited in Hu, 2005a). This concern signifies a 
progressive change in attitude to EFL teachers’ professional development as part of 
the new EFL curriculum reform.  
 
The foregoing discussion is consistent with considerations of curriculum discussed 
in Chapter 3 in relation to effective curriculum reform implementation, which is 
take account of teachers’ professional development as part of curriculum reform 
(Gwele, 2005). As Fullan and Hargreaves (1992) argue, reforms can only be 
implemented successfully when teachers have generated a deep understanding of 
the significance of changes. On the basis of such discussion, an emphasis on 
teachers’ professional development in the new EFL curriculum may be seen as an 
attempt to move towards effective curriculum implementation.  
 
The features of the new EFL curriculum discussed above present a picture of 
feasible and carefully considered strategies to be implemented in relation to each 
aspect of its reform. As far as teaching English from Grade 3 in primary school is 
concerned, the new EFL curriculum is to be rolled out first in cities, then in counties 
and provinces, and gradually in towns and villages. Education departments in each 
province need to have their own strategic plans to fit with diverse situations. The 
rolling out of the new EFL curriculum in such ways reflects a Chinese proverb: 
‘Creep before you walk’. In contrast, the strategies delivered in The Great Leap 
Forward in the late 1950s was radical and unfeasible (Bachman, 1991). It expected 
to implement every strategy immediately throughout the country at the expense of 
the needs that would necessarily emerge in different contexts in China, ignoring 
economic developmental laws such as those that apply with massive reallocation of 
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labor and resources that were deemed to be required to put it into effect, with 
associated economic instability and unrest in China. Such features of The Great 
Leap Forward provide sharp contrasts that may be explored in relation to the 
current EFL curriculum reform. 
 
In my research I have considered the current EFL curriculum reform as constituting 
a significant feature of the participant EFL teachers’ professional world. I have 
identified a number of features of this new EFL curriculum as providing 
possibilities for examining these participants’ lived experience. As van Manen 
(1990) says: 
 
And every conscious experience is bi-polar: there is an object that presents itself to a subject or ego. 
This means that all thinking (imagination, perceiving, remembering, etc.) is always thinking about 
something (pp. 181-182). 
 
Conscious experience is derived from an object which refers to something. The 
object in my research is the current EFL curriculum intent and its features presented 
in the reform under study. This object, as an inseparable part of intentionality, 
manifests as ‘the inseparable connectedness of the human being to the world’ (van 
Manen, 1990, p. 181). I have considered the new curriculum intent and its features 
as the object of teachers’ lived world, part of their lived experience articulated in 
their professional reflections. An exploration of these features of the new 
curriculum serve as a basis to generate an understanding of the participant EFL 
teachers’ lived experience of implementing the reform.  
 
Conclusion 
In this chapter I have investigated the intent and features of the new EFL curriculum 
reform. I have first approached the new EFL curriculum intent as the basis for 
further examining its features. I have explored relevant education policies as 
primary and major driving forces for the EFL curriculum reform to be implemented 
in China. I have examined the features of the new EFL curriculum, including the 
repositioning of the role of English, with an emphasis on students’ all-round 
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development. I have discussed the new curriculum in relation to its focus on 
continuity and flexibility, its emphasis on task-based learning and its attention to 
improving curriculum materials with its focuses on new textbooks. Implementing 
the reform has included establishing a more effective assessment system than 
before, and emphasizing teachers’ professional development. I have considered the 
intent of the new EFL curriculum and its features in relation to progressive aspects 
as compared with the previous 1993 one. I have also identified such considerations 
as being comparable to The Great Leap Forward in relation to initiation and 
implementation of the EFL curriculum intent and features, and relevant strategies 
employed as part of this. My considerations have been further confirmed by 
participant EFL teachers’ descriptions of their lived experience of the reform as 
indicated in my analyzes of interview and questionnaire data. In the following 
chapter, I have focused on questionnaire data to explore some of the details of the 
lived experience of participant EFL teachers of the EFL curriculum reform.  
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Chapter 7 Lived experience: The questionnaire 
 
Introduction 
In Chapter 6 I have discussed the new EFL curriculum intent and its features as 
described in policy statements and curriculum documents. In this chapter I have 
explored participant EFL teachers’ lived experience through an analysis of their 
responses to the questionnaire. I have given an overview of participant EFL 
teachers’ lived experience of the reform under study as this emerges from the 
analysis of questionnaire data. My analysis is based on three themes—lived time, 
lived space and lived other—on the basis of van Manen’s (1990) concept of 
lifeworld existentials. Van Manen (1990) argues that lifeworld is:  
 
[T]he lived world as experienced in everyday situations and relations. Our lived experiences and the 
structures of meanings (themes) in terms of which these lived experiences can be described and 
interpreted constitute the immense complexity of the lifeworld (p. 101).  
 
He identifies ‘these fundamental lifeworld themes’ as “existentials”’ (p.101), and I 
have adopted these perspectives, using the concept as a tool for data analysis. 
 
I have taken the theme of lived time as relating to participants’ experience of 
previous EFL curriculum reforms and the current reform as representing these 
teachers’ temporal experience of the reform under study. As van Manen (1990) 
argues, ‘Lived time is also a temporal way of being in the world’ (p. 104). I have 
taken the theme of lived space as participants’ felt space within which they have 
found themselves affected. As van Manen (1990) argues, lived space is ‘felt space’ 
(p. 102). I have highlighted stakeholder groups as they affect participant EFL 
teachers as playing influential roles in relation to the theme of lived other. 
Teachers’ perceived influence of stakeholders initially emerged from questionnaire 
data, which I followed up in interview questions. I have considered stakeholders as 
part of the features of lived other in relation to lived experience. I have drawn upon 
participants’ responses to the questionnaire to generate an overview of EFL 
teachers’ lived experience as providing a basis for further exploration of that lived 
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experience by means of in-depth interviews with selected questionnaire participants, 
discussed in later chapters.  
 
EFL teachers 
As I have described in Chapter 5, 42 participants (EFL teachers) from North East 
China were invited to complete a questionnaire (a copy of the questionnaire is given 
in Appendix I). In the following section I have given the participant EFL teachers’ 
background in relation to their age, years of teaching, starting age of learning 
English, level of academic degrees, whether they learned English in China or 
overseas, gender, and any experience of traveling overseas. I have started my 
discussion on each site separately, and then discussed both sites together. I have 
viewed data as pertinent to my considerations of what underpins the EFL 
curriculum reform as far as participants’ lived experience is concerned.  
 
Site A 
Questionnaire data from Site A with 21 participants (see Figures 3 to 6) show those 
participants’ ages range between 20 and 59 years old, with the majority of them 
between 35 and 55 years of age. A number of participants started to learn English in 
junior school, and more than half of them have at least 15 years of teaching 
experience. A number of participants are Teaching Certificate holders, which 
means that they graduated from two or three years of teachers’ colleges, or have 
some other form of teaching certification as part of their own education 
backgrounds. The Teaching Certificate is an associate degree which is required by 
junior secondary school teachers in China (Hu, 2005c). One of them has a 
Bachelors degree and none of them has a Masters Degree. None of them has 
overseas traveling or training experience; all learned English in China (see below). 
The majority of them are female; two of them are male.  
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Figure 3: Age range 2008   Figure 4: Starting years of learning English 
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Figure 5: Years of teaching experience           Figure 6: Level of degree 
 
Site B 
The questionnaire data from Site B with 21 participants (see Figures 7 to 10) show 
that ages range from 20 to 59 years old, and that three quarters of them are between 
35 and 55 years of age. More than four fifths of participants started to learn English 
in or after their junior school years, and almost half of them have had at least 15 
years’ teaching experience. A number of these participants have a Bachelors degree 
and two of them have a Masters Degree. Eight of them have had overseas traveling 
or training experience (see Figure 11), but they all started to learn English in China. 
Five of them are female; three of them are male. As I collected my data in 2008, 
what is presented here only shows information up to 2008. 
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Across both sites 
Of the 42 participants, 37 are female; five are male. Seventeen participants of the 42 
in my research project have at least 15 years of teaching experience and sixteen of 
these accepted the invitation to be interviewed. The majority of participants learned 
English either before or while in junior secondary school, and all of them learned 
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35-59
Less than 15
years
15 years or
over
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English in China. Eight of the 42 participants have had experience of traveling 
overseas, and all of these are from Site B. The data show the differences between 
participants’ backgrounds in the two sites. In relation to age range, there are more 
participants between the ages of 20 and 34 years old in Site B than in Site A, so that 
the ages of the participants in Site B are younger than those of participants in Site A 
(see Figure 3 and Figure 7). Participants in both sites are mostly aged between 35 
and 55 years old (see Figure 12).  
 
 
Bachelaor degree or
over
Teaching certif icant
or diploma
 
 Figure 12: Age range     Figure 13: Level of degree  
  
Questionnaire data also show more than half of participants have only a two or three 
years Teaching Certificate. Less than half of the participants have a four-year 
Bachelors degree (see Figure 13). Two of the participants in my research have a 
Masters Degree. Questionnaire data further show the differences in relation to 
teachers’ levels of academic degrees (see Figure 6, compared with Figure 10). One 
of the participants in Site A holds a four-year Bachelors degree, while nineteen in 
Site B have a Bachelors degree. The data indicate that participant EFL teachers’ 
degree levels are lower than the average of those in China in general, where, 
according to Wang (2004), fifty-five percent of teachers in secondary schools have 
a Bachelors degree. In Site A, that is, in the less developed regions where I 
conducted my research, this level is even lower, where only five percent of EFL 
teachers have a Bachelors degree (see Figure 6 re Site A).  
 
A two or three years EFL teacher education program is arguably insufficient to deal 
with the range of knowledge required because of the relatively short length of time 
of study. As Hu (2005c) states, two or three years teachers college can only provide 
20-34
35-59
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a small size of education courses and/ or school-based professional experience, and 
it is doubtful that such courses have the capacity to give the sort of attention to 
relevant knowledge and skills for a comprehensive pre-service teacher education. 
This has further implications for understanding and implementing the reform. As 
Shulman (2007) suggests: 
 
Teacher preparation for reform efforts requires at least five years of higher education (because 
there is too much to learn) to be adequately equipped to organize elaborate programs of 
new-teacher induction and mentoring as the most important learning and socialization 
occurs predominately in the workplace (p.127). 
 
China has its own system of teacher preparation. Normal schools, teachers colleges 
and normal universities were the three major providers of programs for teacher 
preparation in China between the 1970s and the 1990s (Hu, 2005c). According to 
Hu (2005b), normal schools, as specialized secondary schools, provide three or four 
years of teacher education programs for preparation of primary school or 
kindergarten teachers. These schools cater for either junior or secondary school 
graduates. Teachers colleges, as part of the tertiary sector in China, offer two or 
three years of programs for preparation of junior secondary school teachers, taking 
in senior secondary graduates. Normal Universities provide four year programs of 
pre-service teacher education programs delivered to senior secondary graduates. 
The pre-service teacher education programs in normal schools and teachers 
colleges lead to teaching certificates while those in Normal Universities lead to a 
Bachelors degree. Of the participants in my research, more than half of the EFL 
teachers hold teaching certificates, representing more than half of the EFL teaching 
force in these schools, those in Site A in particular.  
 
In both sites the majority of participants are female, but the issue of gender in my 
research has little influence on their perspectives in the course of my data analysis, 
and this is consistent with the research literature that also suggests little gender 
differences evident in teachers’ perspectives (Li, 1999). I have also accepted four 
participants who have less than 15 years of teaching experience for interviews 
because of their availability, as discussed in Chapter 5. I have found similarities 
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between this group of younger teachers and that group of older teachers who meet 
the criteria of selection for the interviewees, so that the differences that one might 
have expected between the two age groups has not been evident in interview data. 
Questionnaire data show that half of participants in Site B have experience of 
traveling overseas, compared with none in Site A, suggesting that Site B 
participants have had more opportunities to be exposed to the sorts of intercultural 
experience in foreign countries that may enhance their professional development. 
As Camenson (2007) argues, EFL teachers need to have experience of traveling or 
living in cultural settings other than their own as these sorts of experiences 
contribute to successful careers as language teachers. Participant EFL teacher 
backgrounds as identified from the questionnaire data have provided a basis for the 
selection of suitable participants to invite for in-depth interviews.  
 
Lived time 
Phenomenological considerations of time do not look upon time as a measurable 
object, but identify temporality as one of the subjective aspects of the life-world 
(Rie Konno Rn, 2008). van Manen’s (1990) concept of temporality, which he calls 
lived time, is ‘subjective time as opposed to clock or objective time’ (p. 104), which 
I have discussed in Chapter 4. This time cannot be measured, but can be 
experienced, developing a sense of continuity and identity, or otherwise (Brough, 
2001). I have explored lived time as a feature of participant EFL teachers’ lived 
experience. According to van Manen (1990), lived time may be considered as ‘our 
temporal way of being in the world’ and ‘the temporal dimensions of past, present, 
and future constitute the horizons of a person’s temporal landscape’ (p. 104). I have 
taken up such considerations in this chapter to explore participant EFL teachers’ 
past and present experience emerging as these emerge in their responses to the 
questionnaire. The past experience explored here is participant teachers’ own 
experience of being a secondary school student during previous curriculum reforms, 
mainly between the 1970s and 1990s, given their age ranges. Some participant 
teachers were students themselves in the 1970s, when the country had just been 
through what has been dubbed The Cultural Revolution, and all that that entailed for 
students at the time. I have dealt with this in Chapter 2 in my review of the literature. 
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Participant teachers who were students in the 1980s experienced the ramifications 
of reforms of new policies that had opened China to the world, also detailed in 
Chapter 2. Other participant teachers experienced the specifically EFL focused 
curriculum reforms of 1993 as professional in the field.  
 
In each of these cases, changes in EFL teaching and learning had identifiable 
common shortcomings, especially in comparison with the new EFL curriculum 
currently being implemented. On the basis of that commonality, I have considered 
previous reforms as a whole when analyzing participant EFL teachers’ past 
experience, as there was more in common than was in contention. Considering the 
theme of lived time in relation to an overview of EFL teachers’ experience, I have 
included an examination of participant EFL teachers’ present experience of the 
reform under study with their views of ECS and the new EFL curriculum. This also 
includes their views of relevant teaching methods, content and assessment associate 
with the new EFL curriculum. This has enabled me to capture the views of 
participant EFL teachers as these relate to their lived experience, at the same time 
exploring ways in which these teachers’ lived experience has played out in their 
implementing of the reform. As Benner (1994) says: 
 
The experience of lived time…is the way one projects oneself into the future and understands oneself 
from the past. Temporality is more than a linear succession of moments. It includes the qualitative, 
lived experience of time or timelessness (p. 105). 
 
I have drawn on this concept to explore lived time as stemming from the past, and 
which provides the basis for exploring the present and the future. This has guided 
me to explore the participant EFL teachers’ lived experience from their past 
experience, as detailed below. 
 
Past experience 
In the following section I have investigated participant EFL teachers’ lived 
experience of the current EFL curriculum reform as shown in their responses to the 
questionnaire on their experience of previous EFL curriculum reforms. Their 
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reflections have opened up my exploration of lived time in relation to this. As van 
Manen (1997) states: 
 
Whatever I have encountered in my past now sticks to me as memories or as (near) forgotten 
experiences that somehow leave their traces on my being—the way I carry myself (hopeful or 
confident, defeated or worn-out), the gestures I have adopted and made my own (from mother, father, 
teacher, friend), the words I speak and the language that ties me to my past (family, school, ethnicity), 
and so forth…(p. 104).  
 
He suggests that an exploration of the past provides possibilities for exploring 
present and future life-worlds. I have drawn on his suggestion to inform my 
explorations of the past experience of participant EFL teachers, which has helped 
me to go a step further to explore their present experience of the reform under study 
as it relates to the theme of lived time. Crookes (1997) argues that past experience 
influences the ways of teaching, forming a major part of professional experience. In 
considering these perspectives, I have examined participants’ past experience 
through their responses to the questionnaire to examine their lived time in relation 
to their lived experience. 
  
When participant EFL teachers reflect on their time as secondary school students, 
the majority say that English teaching at the time was mainly teacher-centred and 
grammar-focused. They describe their EFL teachers as being the major speakers in 
class and as students, they had few opportunities to speak at all, let alone in the new 
language of English that they were learning. They say that they found that EFL 
teachers mainly explained or practised grammar rules, seldom designing activities 
for students to communicate with each other in class. Participants also say that they 
seldom had listening tests during their time as secondary school students. A 
recurrent note within the data is that they, as students, enjoyed taking notes in class 
as they were not often required to speak, and while they sometimes did have 
opportunities to answer questions, their EFL teachers often corrected their errors in 
front of the class. Such teaching practices tended to make students fear the prospect 
of communicating with others in English, even with the other students during or 
after class. Apart from these features of their education in EFL, the participants 
consider that their English teachers had limited English proficiency themselves. 
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This was further indicated by their EFL teachers’ instructional classroom language, 
being mostly in Chinese, rather than in English. This was more obvious in Site A 
than Site B (see Figure 14 and Figure 15).      
                                                                     
 
 
 
 
 
 
 
Figure 14: Instructional language (Site A)            Figure 15: Instructional language (Site B)   
 
When participants recall their time of being secondary school students, almost half 
of them express an appreciation of teacher-centred and grammar-focused teaching, 
and nearly one third of them state that they still liked those traditional teaching 
methods. More than half the participants across the two sites say that they were 
afraid of their teachers and seldom had any contact with them, particularly those in 
Site A (this is detailed in Figure 16 and Figure 17). Questionnaire data also show 
that more than one quarter of EFL teachers across both sites complain that they had 
no extra learning materials outside of the textbooks used, those in Site A in 
particular (see Figure 18 and Figure 19).  
 
 
 
   
     
      
 
 Figure 16: Feelings about teachers （Site A）    Figure 17: Feelings about teachers (Site B) 
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Figure 18: Extra learning materials (Site A)    
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 19: Extra learning materials (Site B) 
 
Questionnaire data provide a general picture of participant EFL teachers’ 
experience of previous EFL curriculum reforms through their reflections of being 
secondary school students themselves. The picture shows teacher-centred and 
grammar translation teaching methods dominating EFL teaching and learning in 
previous curriculum reforms. EFL teachers dominated the classroom while students 
were regarded as receptive vessels rather than participants in their own teaching and 
learning; they lacked opportunities for oral or listening practice in English in class, 
so that they found it difficult to communicate with others when learning English in 
secondary schools. Apart from this, they consider that their EFL teachers’ limited 
English proficiency influenced their EFL learning and that dull and outdated 
teaching content resulted in them having a diminished interest in learning English.  
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This is a particularly interesting point considering that they became English 
teachers themselves. 
 
An exploration of participant EFL teachers’ past experience as part of lived time 
indicates that they experienced shortcomings of previous reforms regarding EFL 
teaching and learning in relation to that lived experience. Teacher-centred methods 
focus on explaining grammar rules, conducting grammar practice and revision of 
these, giving prominence to the role in the classroom to the teachers, in the process 
constructing students as passive listeners. The emphasis is on language learning as 
learning grammar more than social interaction or learners’ participation in the 
target language, marginalising notions of comprehensive language competence as 
the final goal of language learning. Such teaching methods are not designed to have 
students achieve the specified competence that has been identified in the new EFL 
curriculum as enabling them to cope with the demands on Chinese society that is 
associated with rapid economic development. Generated out of the education 
contexts of the time before the current EFL curriculum reform, the teaching and 
learning approaches used are not consistent with considerations of Vygotskian 
sociocultural perspectives in relation to language learning, which I have discussed 
in Chapter 3. They are inappropriate when one considers the goals of the current 
EFL curriculum reform with its focus on students’ comprehensive language 
competence, as this is the very thing that they ignore. They fail to position students 
as the centre of EFL teaching and learning, inhibiting student development in EFL 
competence. The data suggest that previous EFL curriculum reforms experienced 
by participating EFL teachers have been identified by these teachers as having been 
deficient. They have come to this conclusion through their present experience of 
alternative methods and approaches to language teaching and learning that are 
characteristic of the present reform, as ‘the past changes under the pressures and 
influences of the present’ (van Manen, 1990, p. 104). These teachers’ past 
experience has formed the basis for exploring their present experience, as discussed 
in the following section. 
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The present experience 
Participant EFL teachers’ present experience is also part of their lived experience, 
part of lived time in their lifeworld. My exploration of present experience includes 
examining participants’ implementing of the reform in their schools, and changes in 
their own teaching practice. This exploration helps to identify ways in which these 
participants view the reform implementation in schools and its application in 
relation to teaching practice as part of their personal experience. 
 
Participant EFL teachers’ experience across both sites indicates that they have felt 
enthusiasm for the current EFL curriculum reform and have often conducted their 
classroom teaching with reference to ECS, considering that its goals are realistic, 
applicable, and achievable in relation to their classroom teaching. They say that 
they have emphasized students’ comprehensive language competence in various 
ways, such as adopting task-based approaches, designing various activities to 
promote students interaction in English with peers, only infrequently correcting 
students’ errors in class, and respecting students’ personalities, attitudes and 
perceptions as part of improving their relationships with students and encouraging 
students to be more confident in communicating in English. To this end, they have 
made timely adjustments to their roles in teaching, considering that they have 
possessed adequate knowledge of language teaching to meet the challenges of 
implementation of the current EFL curriculum reform in their regions.  
 
Nonetheless, there are some differences in relation to responses to questions in 
these two sites. For example, nearly half the participants in Site A say that they 
dislike the new textbooks designed for secondary school students (see Figure 20 
and Figure 21). More than one third of them in the same region think that the 
updated content in students’ textbooks are not appropriate in their schools, while 
none in Site B expressed such a view (see Figure 22 and Figure 23).  
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Figure 20: Enjoying new textbooks   Figure 21: Enjoying new textbooks  
(Site A)       (Site B) 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 22: Appropriate updated content  Figure 23: Appropriate updated content  
(Site A)      (Site B)  
 
 
Almost half the EFL teachers in Site A consider that they have inadequate 
knowledge of theoretical bases for English language teaching and learning, with 
two teachers in Site B voicing similar concerns about their knowledge base (see 
Figure 24 and Figure 25). I have considered such experience as linked with 
perceived inadequacies in the courses they have undertaken in their two or three 
years’ teachers’ college pre-service teacher education programs. Their present 
experience has been influenced by their past experience, something which has 
given rise to professional tensions as part of their implementation of the current 
EFL curriculum reform.  
 
These teachers’ past and present experience constitute significant features of the 
temporal ways in which they negotiate their lived experience. These teachers’ 
present experience of inadequate knowledge influences their understanding of the 
reform under study and their practice of EFL teaching. As Shulman (2007) says, a 
0
2
4
6
8
10
12
St rongly
agree
Agree Slight ly
agree
Slight ly
disagree
Disagree St rongly
disagree
0
1
2
3
4
5
6
St rongly
agree
Agree Slight ly
agree
Slight ly
disagree
Disagree St rongly
disagree
0
1
2
3
4
5
6
7
8
9
10
St rongly
agree
Agree Slight ly
agree
Slight ly
disagree
Disagree St rongly
disagree
0
2
4
6
8
10
12
St rongly
agree
Agree Slight ly
agree
Slight ly
disagree
Disagree St rongly
disagree
 167 
teacher’s knowledge base informs their understanding of reform as it relates to their 
teaching practice.  
 
  
 
 
 
 
 
 
 
 
 
 
Figure 24: Adequate knowledge base (Site A)  
 
 
 
 
 
 
 
 
 
Figure 25: Adequate knowledge base (Site B) 
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arouse students’ interest in learning English and to develop their comprehensive 
language competence.   
 
Explorations of participant EFL teachers’ present experience indicate that they 
consider that the goals and relevant strategies of the current EFL curriculum reform 
are capable of engaging challenges of globalization. Emphasizing students’ 
comprehensive language competence is the overall goal of ECS, a requirement that 
suggests itself as a response to globalization as they consider that it has turned the 
world into a global village in which people need to use the global language, English, 
to communicate and collaborate with people from different cultures (Zhu, 2003). 
Participants’ present experience suggests their awareness that students need to have 
comprehensive language competence to serve both domestic and international 
purposes of education, vocation and society, and a means to access information 
sites in this global village as suggested by Zhu (2003). Approaches to EFL teaching 
and learning and teaching content of the current EFL curriculum reform have been 
concerned with positioning students as the centre of EFL teaching and learning, and 
with this an emphasis on individual student development, which also suggests itself 
as a response to challenges of globalization because it calls for education for a 
particular form of 21st century citizenship as a new focus for EFL teaching and 
learning. Participants’ experience also indicates that they feel enthusiasm for 
implementing this reform in their schools as this manifests in shifts in teacher role 
and teaching practice as suggested by Toombs (2001). Dilthey (1985, cited in van 
Manen, 1990) states: 
 
A lived experience does not confront me as something perceived or represented; it is not given to me, 
but the reality of lived experience is there-for-me because I have a reflexive awareness of it, because 
I possess it immediately as belonging to me in some sense. Only in thought does it become objective 
(p. 35).  
 
Goals, teaching methods and teaching content are key components of curriculum 
reform, which I have discussed in Chapter 3. Participant EFL teachers’ descriptions 
of their present experience confirm that effective curriculum implementation rests 
on these factors. These teachers’ descriptions of past and present experience has 
allowed me to examine dimensions which have constituted the horizons of their 
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temporal way of experiencing their professional activities, as van Manen (1990) 
expresses it. In the following section I have emphasized participant EFL teachers’ 
felt space in relation to the theme of lived space.  
 
Lived and felt Space 
According to van Manen (1990), space in phenomenological considerations is not 
objective or concrete, but subjective or abstract, a spatiality experienced 
psychologically rather than physically by individuals. It is something that is closely 
tied to human beings being influenced in regard to ways in which they feel (van 
Manen, 1997) because of their experience of a particular space or environment. I 
have taken lived space as the participant EFL teachers’ felt space, suggesting their 
experience of implementation of the current EFL curriculum reform in the wider 
context of globalization. Graue and Walsh (1995) say that a context is ‘a culturally 
and historically situated place and time, a specific here and now’ (p. 141), a concept 
which goes beyond the physical surrounding of settings such as classrooms and 
staffrooms. Such contexts are ‘constituted by what people are doing, as well as 
when and where they are doing it’ suggested by McDermott and Roth (1980, cited 
in Graue & Walsh, 1995, p. 143), which is consistent with van Manen’s 
descriptions of that felt space. To this end, I have initially explored participant EFL 
teachers’ experience of lived space through their responses to the questionnaire. I 
have done this on the basis of their perceived understanding of globalization in 
relation to the current EFL curriculum reform as part of their relationship to ways in 
which this constitutes a new professional environment and their experience of new 
professional challenges that this poses for them which I have detailed below.  
 
Participant EFL teachers’ descriptions of their experience indicates they see 
themselves as situated in a global context which requires their implementation of 
the current EFL curriculum reform in China. Their perspectives on their experience 
suggests that they have a general understanding of the concept of globalization and 
the current EFL curriculum reform; that for them globalization is a phenomenon 
that links national and local communities to a global one, thereby creating a need 
for relevant national and local changes in education. The EFL curriculum reform 
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that has been implemented in China is one such change. They also recognize that 
globalization has had a number of influences on the economy, on politics, on 
culture and on education, and particularly on English with regard to all of these. On 
being questioned about the perceived influences of globalization on their lives, they 
say that they consider that nobody can avoid such influences, and that China is no 
exception, so that they think that it is impossible for the Chinese government to stop, 
or even reverse processes of globalization.  
 
Their comments on their experience also suggest that they consider the current EFL 
curriculum reform as a priority because of the significant role of English in the 
global world and the pressures from China’s entry to the WTO and the experience 
of 2008 Beijing Olympic Games. They indicate that the overall goal of the current 
EFL curriculum reform has shifted to enhance students’ comprehensive language 
competence in response to challenges of globalization, and this indeed reflects the 
substance of the curriculum documents and policy statements. They say that the 
reform has highlighted student development, particularly individual student 
development, which again is a reflection of the curriculum document statements of 
outcomes. On the basis of their experience, they have come to the conclusion that 
the EFL curriculum reform that they are to implement emphasizes new teaching 
methods such as task-based approaches and updated teaching and learning content 
linked with contemporary social realities and students’ life, especially as this 
involves material that deals with intercultural issues. These are issues that teachers 
have identified that constitute the lived space of teachers’ lived experience, issues 
that are to be negotiated, managed, and dealt with as part of everyday professional 
life.  
 
Participant EFL teachers’ responses further indicate that they hold strong views 
regarding the idea of globalization posing challenges for human beings, and in 
particular for themselves, being EFL teachers. Across both sites, they share the 
view that they need to modernize their education ideas in order to keep abreast of 
social developments in China as part of their task of successful implementation of 
the current EFL curriculum reform. Apart from this common view, differences have 
emerged from the data in relation to details of implementation at school and 
classroom levels, shown in participant responses (see Figure 26 and Figure 27). The 
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responses show that there is still a number of participants in Site A who think that 
they need to keep some traditional ideas or methods in their teaching, particularly 
given the Chinese context, while in Site B teachers have indicated a willingness to 
ditch them.  
  
  
 
 
 
 
 
 
 
 
Figure 26: Keeping traditional ideas or methods (Site A) 
 
 
 
 
 
   
 
 
 
 
 
 
 
Figure 27: Keeping traditional ideas or methods (Site B) 
 
Participant EFL teachers’ descriptions of their experience indicate their awareness 
of having been situated in a changing space marked by features of globalization. An 
analysis of participant perspectives suggest that, to them, globalization is a 
phenomenon whose influences are far-reaching, affecting every aspect of their life, 
particularly as this relates to EFL curriculum reform. Their responses to the 
questionnaire indicate an awareness that goes beyond information provided by the 
curriculum documents themselves; it is an awareness generated by an engagement 
with the lived space in which they are situated. Their responses go beyond 
considerations of EFL pedagogy to encompass the wider world of social, political, 
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economic and cultural domains as they affect their professional classroom activities. 
An analysis of the questionnaire data regarding the lived space as part of participant 
EFL teachers’ lived experience has suggested possibilities for further probing using 
individual interviews. As Warschauer (2000) argues, EFL teachers need to engage 
professional activities with an understanding of issues of globalization and their 
influences on their relevant fields and shape their teaching accordingly. The lived 
space within which participant EFL teachers have experienced the curriculum 
reform they are to implement has presented as a particular part of lived experience 
for me to explore.  
 
Lived other  
According to van Manen’s (1990) concept of it discussed in the forgoing, I have 
taken lived other as the relationships which participant EFL teachers have 
maintained with other stakeholders in the curriculum reform that is being 
implemented. I have not directly explored the relationship between participant EFL 
teachers and other stakeholders, having taken teacher descriptions of those 
relationships as indicators of what these might be; stakeholder roles have emerged 
from teacher descriptions of these. What has emerged is the teachers’ perceptions 
that stakeholders play an influential role in EFL teachers’ experience of the reform. 
I have focused on the theme of lived other in the following section as ways in which 
these participant EFL teachers’ experience of the reform has been influenced by 
stakeholders. 
 
Participant EFL teachers’ comments on their experience of implementing the 
current EFL curriculum reform indicate that the goals of students’ progress and 
appreciation of their program of EFL study have been achieved. These results, 
participants feel, have provided an incentive for EFL teachers to pursue their 
implementation of the reform with some enthusiasm. They find that their students 
have already improved their comprehensive language competence, as seen in 
improved student skills in Speaking and Listening. They see this as being a result of 
their employment of new teaching methods, their use of interesting and challenging 
teaching content, as well as their increasing professional competence. Participant 
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EFL teachers’ questionnaire responses indicate that they perceive that their students 
have increasingly changed in their approaches to their own EFL learning as part of 
the reform. This suggests that the new EFL curriculum intent and its features have 
translated from statements of principles and goals in curriculum documents to EFL 
teaching and learning classroom practice. Teacher responses to the questionnaire 
indicate that perceived constant improvement in students’ EFL learning have led to 
teacher confidence in implementing the EFL curriculum reform, leading to an 
enthusiastic pursuit of professional development as part of their lived experience.  
 
Participant EFL teachers’ enthusiasm for the reform has also derived from more 
cooperation, collaboration, and professional discussions with their colleges than 
before. They say that this has generated greater interest in undertaking relevant 
professional development activities to improve their teaching. Participant EFL 
teachers’ responses to questions on their experience of professional development 
through cooperation and collaboration with their colleagues indicate another 
development in their implementing the reform. The Outline highlights teacher 
reflections on their own teaching practice, encouraging them to improve their 
teaching constantly. Part of this feature of the reform is a new system of assessment 
that links principals, teachers, students and parents as they become more involved 
in this aspect of the reform (Ministry of Education, 2001d). Teachers, then, are 
required to develop a new awareness of new forms of cooperation and collaboration 
in the new curriculum. The new EFL curriculum documents, particularly the ECS, 
states that EFL teachers are to develop students’ cooperative and collaborative 
awareness in EFL learning. It does not specifically suggest that EFL teachers 
themselves are required to have such an awareness of cooperation and collaboration 
in their implementing the reform. Such suggestions appear in the supplementary 
materials for in-service teacher education programs prepared as part of the reform. 
Zhong, Cui and Zhang (2001) state that teachers need to cooperate and collaborate 
with peers, parents and principals. Participant EFL teachers’ experience of lived 
other has given them a sense of encouragement and enthusiasm for this feature of 
the reform, part of their lived experience of that reform. They have engaged a 
program of new forms of interaction with their colleagues and students, a program 
which, according to the questionnaire responses, has assisted them in professional 
development.  
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On the basis of analysis of questionnaire data, I have generated a general picture of 
the participant EFL teachers’ lived experience of the current EFL curriculum 
reform in the context of globalization. It is a picture of participants in my research 
having a general knowledge and awareness of globalization and its influences in 
various aspects of their professional lives in relation to the reform under study. 
They consider that the reform was initiated to engage challenges of globalization, to 
cope with economic and political development in China. They perceive that the 
reform was initiated on the basis of economic and political stability in China, part of 
maintaining a balance between economic, political, and cultural and education 
factors. The current EFL curriculum reform has also been subjected to processes of 
investigation and careful preparation, indicating a depth of philosophical and 
practical concern that has gone beyond the superficiality that may be associated 
with propaganda campaigns. An examination of participant EFL teachers’ lived 
experience of implementation of the reform indicates that, for these teachers at least, 
it is appropriate and practical. The responses the teachers have given to the 
questionnaire show positive attitudes and enthusiasm for the reform under study. 
They also suggests that participant EFL teachers consider that this reform may be 
taken as being different from the 1950s political-economic movement called The 
Great Leap Forward, described in Chapter 1, when one takes into account the 
contexts, contents and practice of the current EFL curriculum reform. The Great 
Leap Forward in the late 1950s was initiated with the beginnings of major 
economic development in China in less than 10 years of establishment of the new 
young country that had emerged out of the revolution. Packages of policies 
designed to boost economic development in China in the late 1950 were also 
delivered at the expense of others that related to the desired development, causing 
the whole economic system to collapse (Bachman, 1991). The sorts of 
developments associated with the current EFL curriculum reform do not exhibit 
that lack of balance that presented in The Great Leap Forward of the late 1950s, 
discussed in Chapter 1. 
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Conclusion 
In this chapter, I have given an overview of participant EFL teachers’ lived 
experience with an analysis of their responses to the questionnaire. I have first 
introduced EFL teachers’ background in both sites. I have then explored these 
teachers’ experience on the basis of three themes emerging from their responses to 
the questionnaire: lived time, lived other and lived space. In relation to the theme of 
lived time, I have focused on participant EFL teachers’ past and present experience 
as constituting the temporal way of their lived experience. I have approached the 
theme of lived space as these teachers’ felt space. In relation to the theme of lived 
other, I have highlighted the role of stakeholders as part of their lived experience. 
Such explorations have served to provide the basis for a general overview on which 
to base more detailed explorations with individual participants in individual 
interviews. In the following chapters, I have discussed the same themes as they 
have emerged from an analysis of interview data. 
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Chapter 8 Lived space: Lived experience and the 
interviews 
 
 
Introduction 
 
In Chapter 7 I have explored participant EFL teachers’ lived experience through an 
analysis of questionnaire data. In the following chapters I have focused on 
emerging themes from analysis of interview data which provide detailed insights 
into participant EFL teachers’ lived experience of the reform under study. I have 
employed three of van Manen’s (1990) posited four existentials of lived space, 
lived other and lived time within the concept of lived experience as a tool with 
which to explore EFL teachers’ lived experience of this reform. I have discussed 
these three themes separately in Chapters 8, 9 and 10.  
 
In this chapter, I have focused on issues as they emerge from the interview data in 
relation to lived space. As I have explained in Chapter 7, I have taken this concept 
of lived space as constituting participant EFL teachers’ felt space. That felt space 
comprises the global context, the Chinese context and the school context. I have 
started this discussion by introducing the interviewees before turning to emerging 
themes from interviews with them. I have introduced interviewee backgrounds on 
each site separately, and then teased out main differences across both sites. This has 
provided a starting point for me to carry out an exploration of participant EFL 
teachers’ lived experience of the reform under study.  
 
 
Interviewees 
 
I have selected sixteen interviewees from the 42 participant EFL teachers who had 
completed the questionnaire and invited them to participate in interviews designed 
to generate more detailed data that would enable greater depth of discussions of the 
reform than the questionnaire allows. As I have discussed in Chapter 5, the criteria 
for this selection has been on the basis of their years of teaching experience and 
their availability at each school.  
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Site A 
Eight EFL teachers have been selected for the in-depth interviews on their work as 
EFL teachers in Site A (see Table 3). Seven of these teachers are Teaching 
Certificate holders. Six of the eight are female; two are male. None of them has 
experience of overseas training or traveling. Six of them have at least 15 years’ 
teaching experience and two have at least ten years’ (details see Table 3). 
 
Name Age Gender Degree When? 
(starting 
teaching) 
When (starting 
learning English) 
Traveling or 
training 
overseas 
Jiang 40-44 Female Teaching Certificate 1991 Junior School No 
Xu 35-39 Female Teaching Certificate 1992 Junior School No 
Jun 35-39 Female Teaching Certificate 1996 Junior School No 
Lian 45-49 Female Teaching Certificate 1983 Junior School No 
Hua 35-39 Female Teaching Certificate 1995 Junior School No 
Hong 40-44 Female Teaching Certificate 1989 Primary School No 
Fen 45-49 Male Teaching Certificate 1978 College No 
Wei 55-59 Male Teaching Certificate 1970 College No 
 
Table 3: Background of EFL teachers interviewed (Site A) 
 
Site B 
Eight EFL teachers have been selected for in-depth interviews from Site B. Seven 
of them (see Table 4) have a Bachelors degree; one of them has a Teaching 
Certificate. Five of them are female; three are male. Four of the eight have had 
overseas training or traveling experience. Six of these EFL teachers have at least 15 
years’ teaching experience and two have more than 6 years’ 
 
Name Age Gender Degree When 
(starting 
teaching 
When (starting 
learning English) 
Traveling 
or training 
overseas 
Ju 35-39 Female Bachelor 1991 Senior school Yes 
Qing 45-49 Male Bachelor 1983 Junior 
School 
Yes 
Ying 35-39 Female Bachelor 1996 Primary School No 
Fang 40-44 Female Bachelor 1981 Junior School No 
Qin 50-54 Female Bachelor 1976 Junior School Yes 
Xia 25-29 Female Bachelor 2002 Junior School Yes 
Chu 45-49 Male Bachelor 1980 University No 
Qiang 40-44 Male Teaching 
Certificate 
1984 Junior School No 
 
Table 4: Background of EFL teachers interviewed (Site B) 
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Half of the EFL teachers in Site B have experience of traveling overseas. None in 
Site A has. One of the teachers holds a Bachelors degree in Site A; seven in Site B 
do. I have used these two main differences between teacher backgrounds across two 
sites to serve as informing my analysis of the interview data in relation to ways in 
which participants have experienced implementation of the EFL curriculum reform, 
a significant feature of their lived experience of that reform. In the following 
section, I have examined participant EFL teachers’ lived experience of the reform 
under study in relation to their felt space of professional experience emerging from 
interview data. 
 
Felt Space 
Investigating participant EFL teachers’ lived space as felt space has enabled me to 
develop an understanding of this aspect of their lived experience in relation to EFL 
teaching and learning. This is also consistent with van Manen’s view of lived space 
with a focus on felt space discussed in Chapter 7. Van Manen (1990) also argues 
that lived space is ‘a category for inquiring into the ways we experience the affairs 
of our day-to-day existence; in addition it helps us uncover more fundamental 
meaning dimensions of lived life’ (p. 103). Van Manen’s perspectives have 
provided me with a basis from which to generate an understanding of felt space as 
this applies in my research. Sub-themes that emerge from my discussion include 
those of the global context, the Chinese context, and the school context through 
exploration of the participants’ felt space. Identification of these contexts has 
allowed me to focus on participant EFL teachers’ felt space related to globalization 
and its influences on macro and micro levels which I have detailed below. 
 
The global context 
In the following section, I have described participant EFL teachers’ lived 
experience of the current EFL curriculum reform through their felt space as being 
positioned in a global context. Such positioning includes influences of globalization 
on various aspects of English and EFL curriculum reform in relation to these 
participants’ experience. As I have described in Chapter 2, globalization proceeds 
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on the basis of extremely intricate processes that have considerably influenced the 
multidimensional aspects of societies at various levels (Krkgöz, 2008), Chinese 
society being no exception to this. I have drawn on the concept of globalization as a 
tool to be used to open up possibilities for analysis of current transformations or 
reforms that occur in various countries in general (Bradbury, 2007; Harris et al., 
2002; Jay, 2001; Overholt, 2005) and China in particular.  
 
Interview data show that participants have obtained an understanding of the concept 
of globalization and its influences on politics, economics, culture and education, 
with a particular focus on English teaching and learning. EFL teachers interviewed 
describe influences of globalization in such statements as ‘gradually involved in 
people’s life’ (Ju) and ‘the whole world is like a global village and it is becoming 
smaller and smaller’ (Qiang). They say that because of globalization, there has been 
‘more culture exchange’ between countries (Qiang). Jiang also says:  
 
One change is to promote people to emancipate their minds and to improve the emancipation of 
productivity. The emancipations have also resulted in the economic boom and the economic 
development in China and they have really brought about great changes. 
 
Qing says, ‘Globalization could promote people to have more convenient and more 
high-frequency communications, and people now are in an open world’. These 
three examples of participant EFL teachers’ are representative of similar comments 
on teacher experience in these two sites, experience which has led them to generate 
an understanding of globalization as it affects their world. Participants’ interview 
statements reflect not only their awareness of globalization, but an appreciation of it 
as being intentional, oriented and purposeful in their lived experience. Such 
awareness has given rise to changes in behaviour, suggesting an impetus to 
implementing the reform under study. 
 
Globalization has also been increasingly associated with the prominent role of 
English in the world (Crystal, 2003; Crystal, 1997; Imam, 2005). According to Tsui 
and Tollefson (2007, cited in Krkgöz, 2008), English is one of two main mediation 
tools influencing the development of globalization. Chang (2006) states that the 
role of English as a global language has been further strengthened because of 
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globalization. More specifically, the rapid popularization of information 
technology and Internet systems sets the stage for the growth of global English 
(Guan & Meng, 2007). Participant EFL teachers in my research are aware of the 
influences of globalization on the role of English in the global world. For example, 
EFL teachers in my research have accepted English as ‘a global language (Ju),’ and 
‘a bridge’ to connect different countries (Qing). The increasingly important role of 
English as a global language has also posed new challenges for English language 
teaching and learning, including challenges for education philosophy, education 
concepts and the overall system of school management (Guan & Meng, 2007), each 
of which constitute part of felt space of the interviewees.  
 
Participant EFL teachers’ experience of being situated in a global context indicates 
that they have acknowledged globalization as an inevitable phenomenon in their 
world. Their comments indicate that they see this as influencing various aspects of 
their lived experience as it includes education, particularly in relation to the role of 
English as a global language. They see this phenomenon as posing challenges for 
the EFL curriculum reform they are to implement, including day-to-day experience 
of EFL teaching and learning. This is consistent with the literature discussed in 
Chapter 2 in relation to the issues of globalization and the role of English in a 
globalising world. As Olssen, Codd and O’Neill (2004) say, globalization is a 
phenomenon serving as an invisible force assuring ‘sustainability and survival’ in 
that world (p. 1). Globalization provides an impetus to the further spread of English 
as a global language, part of the challenges for EFL teaching and learning 
(Warschauer, 2000a). My examination of the interview data on these points 
provides a basis for further examination of participants’ felt space in the Chinese 
context. 
 
The Chinese context 
In this section, I have moved from examining participant EFL teachers’ felt space 
positioned within a global context to that of the Chinese context. In doing so, I have 
explored ways in which globalization has provided a stimulus for changes 
regarding the role of English and its influences on the current EFL curriculum 
reform implemented in Chinese secondary schools. I argue that this reform is part 
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of China’s response to globalization, a response which is both a proactive and 
reactive feature of the EFL reform under consideration in my research.  
 
The current EFL curriculum reform prioritizes a study of English language in China 
in recognition of its role as a carrier of knowledge, information and skills 
underpinning social development, information technology and economic 
globalization (Ministry of Education, 2001a). The questionnaire data indicate that 
participants have recognized the significant role of English in the Chinese context. 
The interview data have confirmed this, suggesting that EFL teachers participating 
in my research have recognized English as a priority in the Chinese context. They 
have regarded English as not only ‘a useful tool’ for students’ future development 
(Qing), but also as integral to students’ life, and not just for international 
communication. The interview data also indicate that their concerns in teaching and 
learning in English emerge as a major feature of their implementing the EFL 
curriculum reform. Their stated concerns position EFL curriculum reform in 
secondary schools in China in the larger context that is dominated by issues of 
globalisation, issues that go well beyond the concerns of their own classroom 
practices and protocols. As one EFL teacher, Ju, states:  
 
Globalization, after all, has become gradually involved in people’s life, and children would 
feel that learning a language has already become a real and useful tool, rather than merely to 
get a diploma and certain marks.  
 
Another EFL teacher, Ying, says: 
 
As an EFL teacher, I have to cope with international education. For example, we have been provided 
with so many platforms in my school. In the following semester, I might go to England as well. And 
thus, I would like to improve myself via collecting various teaching information from the world, 
English language teaching in particular.  
 
These two examples of EFL teachers’ perspectives are once again representative of 
similar comments in each of the two sites, which indicate that participants have 
recognized English as a tool for life, posing challenges for students and teachers 
alike in the Chinese context. Such comments couched in such terms by these 
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teachers demonstrate the role of intentionality (Budd, 2005) as they indicate a 
particular teacher direction and purpose in implementing the EFL curriculum 
reform that is linked with the wider concerns of Chinese and international contexts 
in which their professional activities are situated. Teacher comments demonstrate 
the awareness of the wider implications of their work for the country itself. In this 
sense this reform is not only one of curriculum development isolated from other 
events in the country but tied to promoting positive social, political and economic 
development across the country.  
 
China has gradually changed its development direction and started to play a pivotal  
role in the world with its entering the WTO in 2001 and hosting the Beijing 2008 
Olympic Games (Zhan, 2008). I have explored these two events as a significant 
impetus for initiating the EFL current curriculum reform to be implemented in 
China. As I have illustrated in Chapter 1, English has been positioned as a priority 
in China’s development as the two events have placed more pressure on English 
language teaching and learning. Interview data from participant EFL teachers’ 
description of their experience have provided further details of teacher 
understanding of the influences of these two events on English in the Chinese 
context, further confirming wider Chinese and international contexts as influencing 
the range and scope of their professional activities as EFL teachers in China. One 
EFL teacher, Fang, says: 
 
We have already seen that many old people in the streets and lanes in Beijing all have their passions for 
the 2008 Olympic Games and attempt to take this further. Learning English is one of the most important 
things for them to take up as we all look forward to doing something for this significant event in China 
and expect this Olympic Games to be held successfully as well.  
 
Another EFL teacher, Qing, states:   
 
People in China can see how important the role of English has become through its entry to the WTO. 
This event has also provided people in China with more opportunities to engage with foreigners in 
business and international trade.  
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These are two participant EFL teachers’ statements that indicate that they have 
linked the two events of the WTO entry and the 2008 Beijing Olympic Games with 
the priority being given to the promotion of English in the Chinese context, and they 
are echoed in other participant statements across the two sites. Participant 
comments in this area have offered possibilities for further understanding the 
reform under study, as it has allowed me to examine in detail, in phenomenological 
terms, felt space as part of the lived experience of the participants. For these 
teachers, it is not just a matter of events outside of their work places forming 
abstract considerations for their professional activities; it is a matter of concrete 
manifestation of such events in what they do as teachers. This is also in line with the 
literature, such as the work of Hu (2005b), who states that these two developments 
provided an impetus for increasing demands for English in China.  
 
The curriculum documents suggest that that the current EFL curriculum reform has 
been initiated and implemented on the basis of globalization and its influences on 
the increasing role of English as a global language, particularly in the Chinese 
context (Ministry of Education, 2001a). In addition to this, the two events of the 
Chinese entry to the WTO and hosting 2008 Beijing Olympic Games have provided 
an impetus to the current EFL curriculum reform being implemented throughout 
China. I have identified these two events as part of the contexts that provide 
direction for the participant EFL teachers in curriculum implementation, which has 
been confirmed by interview data. As van Manen (1990) argues, all human activity 
is always oriented activity, directed by that which orients it, part of  ‘a person’s 
world or landscape’ (p. 182). Exploring the issues informed by such considerations 
has offered possibilities for examining participant EFL teachers’ lived experience 
in relation to the reform under study. 
 
The school context 
 In the previous two sections, I have explored participant EFL teachers’ felt space in 
relation to it as being situated within a global and a Chinese context. In the 
following section, I have investigated these participants’ felt space within their 
school contexts in relation to the physical and academic environment in which they 
operate. I have done this on the basis of examining their descriptions of their 
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experience and relevant government documents. This has enabled me to consider 
infrastructure as well as academic environment for the reform. 
 
According to Priestley (2002), ‘[E]ducation reforms have been characterized by a 
tendency of central governments to divest themselves of responsibility for 
day-to-day management of schools’ (p. 124). In line with this, I have examined the 
school context in which participant EFL teachers have been working, as the school 
context plays its own part in influencing lived experience of teachers implementing 
the EFL curriculum reform. As Goodson and Cole (1994) suggest, relevant 
micro-political and contextual realities of school life plays an important role in 
determining a successful curriculum reform. Remillard (1999) argues that different 
school contexts play a significant role in contributing to teachers’ beliefs and 
understanding of teaching. On the basis of these discussions, I have considered that 
details of the school contexts provide the means by which an investigation of what 
EFL teachers may value and have concerns about the current EFL curriculum 
reform in Chinese secondary schools may be conducted. As Fullan (2000) argues: 
 
There was actually great pressure and incentives to become innovative, and this resulted in many 
schools adopting reforms for which they did not have the capacity (individually or organizationally) 
to put the reforms into practice. Innovations, thus, were adopted on the surface with some of the 
language and structures becoming altered, but not the practice of teaching (pp. 6-7).  
 
Infrastructure 
In the following section I focus on new contexts in which participant EFL teachers 
have been situated, that of issues that relate to schools’ infrastructure. I have 
considered such issues on the basis of Fullan’s (2000) suggestion, that no 
substantial reform can take place or be sustained if it lacks strong teaching work and 
corresponding infrastructure. As I have stated in Chapter 5, a total of six schools 
were chosen for my investigation, schools which exhibit two sets of contrasting 
features within Liaoning Province. There are five schools in Site A, as schools in 
this site tend to have between three and five teachers working in EFL. Such a small 
number in any one school is inadequate for my research needs in relation to data 
collection. One school constitutes Site B, as it employs more than 20 teachers in the 
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EFL field, which provides me with a suitable range of teacher experience to explore. 
Inviting between three and five teachers from a total of five schools in Site A has 
provided me with a similar range of experience as that of teachers in site B. Since 
the infrastructures of all five schools in Site A are similar, I have considered issues 
of infrastructure as they apply to the Site A schools as a whole, while using one 
school in Site B. 
 
The schools in Site A are located in the mountainous area of a less developed region 
in Liaoning Province. The Compulsory Education Law of the People’s Republic of 
China has experienced a number of amendments since its promulgation in 1986 
(Wei, 2008). The current EFL curriculum reform began to be implemented 
throughout the whole country in 2001. The latest policies make it clear that that the 
central and provincial governments are expected to take up the main responsibility 
for rural compulsory education (Wei, 2008). The policies have brought about a 
number of changes in these rural schools, including the reconstruction of school 
buildings and shifting from broken sheds or huts in which children had been 
schooled up until then. Some of the schools in rural or less developed regions have 
been equipped with teaching and learning facilities such as computers, tape 
recorders, wall maps and supplementary teaching and learning materials. Such 
efforts have been aimed at narrowing the quality gap between rural and urban 
education provision and pursuing equity in education, which is also the focus of the 
current curriculum reform in Chinese secondary schools (Ministry of Education, 
1998). 
 
Despite such policies and their implementation, my research has indicated that 
there are still some problems regarding quality gaps and equity in education 
provision in some rural or less developed regions, particularly in North East China 
such as in Site A. I have come to this conclusion by examining participant EFL 
teachers’ experience, which indicates that the infrastructures of their schools have 
been improved to some degree in consequence of government policies. Nonetheless, 
they still have inadequate facilities, with cassette recorders and tapes being the only 
provision of support for their language teaching on top of basic items such as 
classrooms, blackboards, chalk, and students’ stationery and textbooks. These 
schools cannot afford to provide for themselves modern technological facilities 
 186 
such as computers or laptops, computer software, video projectors or other such 
equipment. The majority of EFL teachers in the questionnaire state that they only 
have cassette recorders and tapes, and no other facilities, not even wall maps. 
Teachers in Site A indicate that their schools have no other financial sources 
beyond what they receive by way of government support. They accordingly have no 
sister school or exchange programs with overseas countries because of financial 
problems and their locations.  
 
Interview data have further confirmed this point, as Jiang says: 
 
Our EFL teachers still do not have enough facilities, and they don’t even have wall maps. At the 
moment, teachers only have one tape-recorder and sometimes cannot get the relevant tapes either.  
 
This EFL teacher considers that although the governments in this region have 
endeavoured to improve the conditions of rural schools, and in the mountainous 
ones in particular, they still lack adequate facilities for teaching and learning. Her 
experience of inadequate facilities is at odds with documented teaching and 
learning strategies to be used to support EFL curriculum reform, which focus on 
encouraging teachers to integrate information technology with teaching and 
learning (Huang, 2004; Ministry of Education, 2001a). It is a comment that recurs 
in the interview data from Site A. It is also in accordance with a Chinese proverb: 
One can't make bricks without straw.  
 
In the process of conducting data collection in Site A, I have been informed by 
teachers that their schools have not developed relationships with any other schools 
in any other countries. This, they say, is because of their remote location not making 
their schools attractive options to possible English-speaking exchange students. 
Their financial disadvantage has also meant that the schools themselves do not 
present as attractive propositions to such students. Aside from this, there is no 
money to send teachers or students to other countries for the sorts of exchanges 
envisaged in the Outline.  
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The school in Site B is located in a developed coastal city in Liaoning Province, and 
it is one of the key schools in this region. This school is a newly-established one 
which possesses what the teachers consider to be adequate facilities for teaching 
and learning, where each classroom is equipped with a whole set of modern 
teaching facilities such as a computer, a large-screen projector, and a television set. 
Most of the teachers in this school have a computer each, and relevant software, as 
well as the teaching materials they require to implement the current EFL curriculum 
reform. According to these EFL teachers, this school can provide almost everything 
required for teaching and learning in their field. The school has also developed 
sister school or exchange relationships with a number of secondary schools in other 
countries such as the United States of America, the United Kingdom, Korea, 
Singapore, and Japan. Because of this, teachers and students have opportunities to 
go abroad for exchange studies, suggesting that they have more opportunities to 
communicate and interact with foreign students and teachers than those in Site A. It 
is a school that has created an appropriate environment for EFL teaching and 
learning as outlined in the current EFL curriculum reform.  
 
During the interviews, almost none of the EFL teachers in Site B talked about 
inadequate facilities as influencing their teaching. The funding for this school is not 
only obtained from Central and Provincial Governments, but also from a number of 
sponsors in the form of parents and companies. Historically, the schools in this 
region receive strong support from parents’ committees, especially for upgrading 
necessary education resources. Such infrastructure in this school provides a strong 
and stable basis for EFL teachers to implement the current EFL curriculum reform 
in their school. Interview data represents an impressive image of the school, which 
is different from that from Site A. 
 
A comparison of the schools in both sites based on participant EFL teachers’ stated 
experience of them has provided a general picture of infrastructure across both sites. 
Participants’ descriptions of their experience in Site A indicate that they are 
provided with inadequate teaching facilities and no officially supported 
opportunities for travel experience abroad. Such problems relate to these five 
schools’ location in less developed regions of North East China and being short of 
adequate financial support as they depend entirely on what support is provided by 
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governments. These inadequacies act as barriers to their implementing the reform 
under study; they cannot comply with some of the requirements stipulated in the 
ECS, especially in relation to adopting modern information technologies as part of 
the teaching and learning engaged by teachers and students.  
 
In contrast, participants’ descriptions of their experience in Site B indicate that they 
are provided with adequate teaching facilities that match the requirements for EFL 
teaching and learning. Although the school also depends on government financial 
support, it has developed external supports such as those provided the parents’ 
committee and private corporations. In addition to this, they have taken advantage 
of their location in a developed region of China, building up relationships with 
other, both domestic and international, schools. Such relationships have set the 
stage for participants in Site B to go abroad for overseas English experience. These 
developments have created an environment conducive to EFL teaching and learning, 
supporting teacher and student motivation and passion for implementing the 
reform.  
 
Features of infrastructure serve to construct the spaces in which participants have 
experienced implementing the EFL curriculum reform, and their various responses 
to their particular spaces, as I have discussed in the foregoing. Such issues provide a 
basis from which to explore in some detail the meanings of lived experience of the 
reform under study. I have considered differences in the sites in these two regions as 
a distinguishing feature that becomes salient in relation to concepts of glocalization, 
a related issue of globalization, which I have discussed in Chapter 2.  
 
Academic environment for reform 
In the following section, I have investigated issues as they relate to academic 
environments for reform, which have been confronted by the schools in both sites 
as they work towards supporting EFL teachers in relation to professional 
development needs that are associated with the reform under study. I have 
presented these separately in relation to these two sites. As Gordon and Yocke’ 
(1999) argue, when teachers are acknowledged as a central link of reform process, 
the efforts of school improvement and educational reform will actually occur. 
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Fullan and Hargreaves (1992) say that reforms can only be implemented 
successfully when teachers have generated a deep understanding of the significance 
of change. I have drawn on the idea that even though teachers feel enthusiasm for 
reform or confidence in its conduct, they still require relevant and appropriate 
training or guidelines to help them (Pintó, 2004). On the subject of reform, Pintó 
(2004) argues that, ‘Given too much direction, and teachers lose any sense of 
ownership. Given too little, and they feel that they do not know what to do’ (p. 2). 
The interview data from Site A show that EFL teachers have not been given too 
much direction, indeed they describe some inadequacies in training in relation to 
their implementing the current EFL curriculum reform. Jiang expresses it in this 
way: ‘Only one afternoon for this training, not for English as subject, but for 
general training in relation to the current curriculum reform’. Wei also comments: 
 
I do not think the training delivered in this region is good. We only had training at the beginning of the 
new textbook published, and it lasted for a short period and then it almost disappeared in mid process.  
 
In contrast, interview data from Site B show that the training was conducted for 
reform in that place quite differently from that of Site A. Qin said:  
 
Five EFL teachers were sent to England to study last year and they all got related certificates. Another 
example, an art teacher in my school was also sent to Australia to have three months’ training.  
 
Participant EFL teachers’ statements from each site indicate that their schools have 
provided different professional development programs prepared for 
implementation of the reform in both sites. Participant EFL teachers’ experience 
from Site B indicates that they have enthusiasm for new approaches to EFL 
teaching and learning as well as implementing the reform as they have been 
provided with various professional development programs, while those in Site A 
indicate that they feel helpless in the face of a lack of relevant professional 
development, influencing their understanding of the reform under study in negative 
ways. This can also be seen from the three statements above which are 
representative of similar perspectives in the two sites. Participants’ experience in 
Site A has also given them a sense of expectation of equity of professional 
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development programs such as that of Site B, but this has not been fulfilled. It 
highlights the significance of issues of equity of professional development. A 
balanced provision of professional development is the basis of realizing education 
equity and assuring successful curriculum reform (Zeng, Deng, Yang, Zou, & Chu, 
2007).  
 
These teachers’ descriptions of their experience point to differences in relation to 
issues of infrastructure and academic environments. Their experience shows ways 
in which they have responded to their own school contexts. A tension has arisen as 
Site A participant EFL teachers’ experience a lack of adequate teaching facilities 
and professional development programs. Teachers are required to address issues of 
professional development and to modernize their teaching to engage challenges of 
the new curriculum. The inconsistency between the realities of a lack of 
professional development opportunities in Site A and the intent of the new 
curriculum reform has influenced their experience of implementing the reform. The 
requirements as specified in the Outline and ECS do not match the lived experience 
of Site A teachers. On the one hand this underscores issues of globalization and 
glocalization, where the demands of the two do not align, but it is also a matter of  
teacher felt space marked by a lack of recognition of local issues in policy and 
curriculum statements, which raises issues of professional development that it was 
intended would be provided across the country. An examination of the details of the 
new curriculum implementation in this region shows that in relation to the felt space 
of a number of teachers in North East China, that is, in Site A, a general approach to 
EFL curriculum reform does not carry through to details of that implementation.  
 
Representing teacher felt space as discussed above in relation to participant EFL 
teachers’ lived experience emphasises ‘the sense in which space is a constituent for 
the world that essentially belongs to our existence’(Baiasu, 2007, p. 329). These 
teachers’ experience of their felt space has influenced their lived experience within 
a global context, the Chinese context and the school context. As Smith (2003) 
argues: 
 
Human self-understanding is now increasingly lived out in a tension between the local and the global, 
between my understanding of myself as a person of this place and my emerging yet profound 
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awareness that this places participants in a reality heavily influenced by, and implicated in, larger 
pictures. This calls forth from me not just a new sense of place, but also a new kind of response to the 
world. It is a response I may feel uneasy about making given that so much about what seems to be 
going on is experienced preconceptually precisely because no one, no authority, can tell me exactly 
what is happening (p. 36). 
 
My analysis of participant EFL teachers’ experience in relation to the theme of felt 
space also serves as one example of education being used as a means by which 
China attempts to meet the requirements of social development and to promote 
students as 21st century citizens in response to challenges of globalization.  
 
Conclusion 
In this chapter I have examined the theme of felt space with a focus on participant 
EFL teachers’ descriptions of their experience of it as one of the contexts in which 
participant EFL teachers have been situated while implementing the reform under 
study. In relation to a global context, these EFL teachers’ descriptions of their 
experience indicate that globalization is a phenomenon that has influenced various 
aspects of their professional lives, specifically in relation to the role of English has 
to play as a global language. In the Chinese context, participant EFL teachers’ 
descriptions of their experience indicate that the priority of English in China and 
two events—China’s entry to the WTO and hosting the 2008 Beijing Olympic 
Games—have been identified by these teachers as the impetus for implementing the 
current EFL curriculum reform. In relation to individual school contexts, I have 
examined the infrastructure and academic environments for reform through these 
teachers’ descriptions of their experience. The data indicate that schools in Site A 
have not been able to provide adequate teaching facilities and academic 
environments for teacher professional development in comparison with those in site 
B, and that the problems that have emerged from this situation have influenced 
these teachers’ understanding of how they are to implement EFL curriculum reform. 
In the following chapter I have investigated the theme of lived other via an analysis 
of interview data, with a focus on participant EFL teachers’ descriptions of their 
lived experience.  
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Chapter 9 Lived other: Lived experience and the 
interviews  
 
 
Introduction  
In Chapter 8 I have explored participant EFL teachers’ felt professional 
environments in discussing the theme of lived space. In this chapter, I have focused 
on other stakeholders as lived other in relation to participant EFL teachers’ lived 
experience of the reform under study. Stakeholders are groups of people who in the 
case of my research share with EFL teachers an interest in or responsibility for 
implementing the current EFL curriculum reform. They are people who make 
contributions to shape, support, or participate in some way in the implementation of 
the current EFL curriculum reform in Chinese secondary schools. I have not 
interviewed any of these people, but they have a presence in my interview data as 
they are referred to by participant teachers who have been interviewed. In my 
analysis of the interview data that refer to them, I have identified the stakeholders as 
being students, parents, principals and governments as part of the lived other of the 
EFL teachers’ lived experience. Data suggest that these EFL teachers have 
experienced a sense of support and encouragement, but also pressure, which has 
affected them in implementing the current EFL curriculum reform; that a tension 
has developed between support and pressure, with teachers having to negotiate their 
way through this tension.  
 
Students 
Student perspectives are present as part of EFL teachers’ lived experience of other 
as they manifest in teacher responses to interview questions. Participant teachers’ 
accounts of their experience in both sites indicate that students are consistent in 
their expressions of enthusiasm for the reform; that they feel that their language 
competence has been developed as a result. Qin says, for example, ‘What has 
impressed me most is that children seem quite interested in the dialogues and texts 
in the new textbook’. Wei says, ‘The main task for students is to do more practice’. 
Jiang also states, ‘When I changed my teaching methods, my students showed 
 193 
enthusiasm for learning English, and the class would become lively’. Qing adds, 
‘You know when students themselves are capable of communicating with people or 
expressing themselves in English; they feel satisfaction in having such 
achievement’. These statements are indicative of general responses from participant 
teachers regarding student stakeholders as showing enthusiasm for what are for the 
teachers themselves new teaching methods and content that have suggested 
themselves as appropriate in the context of the new EFL curriculum 
implementation in their schools. What is more, it is indicative of students 
themselves having perceived their own progress in their acquisition of English in 
positive ways.  
 
Students’ enthusiastic responses to the reform and their progress in EFL learning 
suggest a certain measure of success on the part of the EFL teachers’ implementing 
the current EFL curriculum reform in their schools, and that students perceive that 
they have had a measure of success in achieving what the current EFL curriculum 
reform expects of them. As I have discussed in the foregoing regarding the new 
curriculum intent and its features, the current EFL curriculum reform has as its 
overall goal the development of students’ comprehensive language competence. To 
this end, the new curriculum emphasizes students’ knowledge, skills, cultural 
understanding, learning strategies, emotions and attitudes (Ministry of Education, 
2001a). Participant responses indicate that students have themselves been 
concerned with their own comprehensive language development regarding EFL 
learning. Teacher perceptions of student enthusiasm for EFL learning and 
perceived progress has confirmed the appropriateness of the design of the new 
curriculum in relation to its intent and its particular focus on individual skill 
development as far as the students in these Chinese secondary schools are 
concerned.  
 
I have considered these students’ enthusiastic responses to the new EFL reform and 
their progress in EFL learning as a feature that distinguishes this current EFL 
curriculum reform from previous reforms, and one which further highlights 
participants’ perceived deficiencies in descriptions of their own past experience of 
being secondary school students, mainly between the 1970s and the 1990s, but 
particularly around the 1990s. The teachers are those same students who 
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experienced the previous curriculum reforms during these periods, who were not 
positioned by their teachers as being at the centre of teaching and learning, and who 
were treated as passive listeners as their EFL teachers adopted teacher-centred and 
grammar-focused methods. Their descriptions of their experience as students under 
such regimes of EFL teaching and learning emphasize the intent and features of the 
new EFL curriculum as being focused differently, with a view to producing 
different outcomes than previous teaching and learning allowed for. The 1993 
curriculum, for example, focused on the two aspects of students’ knowledge and 
skills, tending to marginalize rather than foreground considerations of student 
emotions and attitudes, cultural awareness and learning strategies. Some 
participants were the very students of former years who say that they had no interest 
in learning English. They were the ones who found it difficult to communicate with 
others in English as they had no opportunities to practise the language in class. 
Interview accounts of their experiences provide a marked contrast with accounts of 
the present students’ enthusiastic response to the reform and the progress that they 
have achieved, which indicates a development that features with some prominence 
in teacher responses in interviews about their perspectives on the new curriculum 
reform.  
 
This does not mean that teacher perceptions of student enthusiasm are necessarily 
correct. Teacher perspectives as they present in the interview data on the success of 
their own teaching are subjective impressions of their own success. It is possible 
that their perceptions are erroneous, and further research would have to be 
conducted on student perspectives of the EFL curriculum reform to establish this. 
The point that I wish to make here is that the teachers have been able to make clear 
distinctions between what they have experienced as students by way of textbooks 
and teaching methods and what they experience now by way of new textbooks and 
new teaching methods associated with the EFL curriculum reform. They point out 
that they have not been able to turn to the models of previous regimes of teaching 
and learning in EFL as a basis for their own work as teachers; they have been 
required to make what they have represented in their interview responses as 
significant changes.  
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Given this, participants have indicated that their descriptions of their experience as 
EFL teachers of their own students’ enthusiasm for changes associated with the 
reform have influenced teachers’ lived experience of the reform, and not just in the 
sense of professional satisfaction with perceived classroom teaching and learning 
success. Jiang, for example, says, ‘It is the students who might promote teachers to 
learn more in order to improve their knowledge’. Fang also says, ‘How can teachers 
teach in the future, if they fall behind their students in this?’ These two EFL 
teachers at least consider that their students’ involvement in teaching and learning 
activities have caused them as EFL teachers to focus on their own professional 
development, and it is a sentiment expressed by others from both sites as well. As 
Fisherman, Marx, Best, and Tal (2003) argue, EFL teachers have demands placed 
upon them for ensuring their own professional development when it comes to 
incorporating changes caused by student behaviour in class, and this has been 
confirmed by participants in my research. This is also consistent with a Chinese 
proverb: ‘Teaching others teaches yourself’, suggesting a Confucian education idea 
that is still relevant, in the context of EFL teaching at least, in China. Participant 
EFL teachers have themselves identified student interest as acting as a stimulus to 
their engaging more effective teaching in implementing the EFL curriculum reform 
at the same time as concerns for comprehensive language development in their 
students’ studying English has challenged them as far as professional development 
is concerned.  
 
Teacher perspectives on students’ responses to the reform raise issues in relation to 
lived experience. According to van Manen (1990):  
 
Lived experiences gather hermeneutic significance as we (reflectively) gather them by giving 
memory to them. Through mediations, conversations, day dreams, inspirations and other interpretive 
acts we assign meanings to the phenomena of lived life (p. 37). 
 
The particular significance that teachers ascribe to students as influencing in 
positive ways their own professional development suggests an aspect of lived 
experience that has received little attention in the literature, and yet figures with 
some prominence in teacher statements on this issue. This has been an unexpected 
outcome of my research, for while the literature acknowledges students as 
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stakeholders in curriculum in general and curriculum reform in particular, such a 
specific detail as influencing professional development to maintain professional 
teacher standards has not been highlighted as a feature regarding the student in EFL 
curriculum reform.  
 
Students as one of the stakeholders of EFL curriculum reform are considered by 
participant EFL teachers as playing a meaningful role in these teachers’ lived 
experience as the current reform places students at the centre of their education 
system and its attendant curriculum, pedagogical, and teaching and learning 
activities (Gwele, 2005a; Stern & Riley, 2001). I have considered teacher 
perspectives on students’ progress and enthusiastic responses as inspirational as far 
as the teachers are concerned, giving an extra dimension of meaning to the current 
EFL curriculum reform as participant EFL teachers have experienced it. As van 
Manen (1990) argues, the distinguishing feature of lived experience is that it has a 
unity which makes it different from others and stimulates reflections. Exploring 
students as one of the stakeholders has been such a case as far as my research is 
concerned. Teacher perspectives on students’ progress in EFL learning and their 
enthusiastic response to the reform have made participant EFL teachers’ lived 
experience meaningful in dimensions not anticipated in either curriculum 
documents or policy statements. 
 
In relation to reconstructionism, it is a research outcome that emphasises the role of 
the student in relation to social economic, political, cultural and educational 
development in the societies in which they live (Tanner & Tanner, 2007). My 
research suggests that students as much as teachers, principals, parents and 
governments are required to meet demands which globalization has placed on them 
in the Chinese context. Their enthusiastic responses to the EFL curriculum reform 
are more than what reconstructionism looks towards in relation to education, but 
when this is coupled with China’s stated needs for national perceptible and 
measurable progress in EFL skills and knowledge, it is consistent with a 
reconstructionist view of education.  
 
At the same time, my examination of teacher perspectives on students’ responses 
and progress in EFL learning suggests that teachers have positioned themselves as 
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being required to maintain a transformative position in relation to the reform, which 
is also consistent with a reconstructionist perspective. As I have discussed in 
Chapter 4, teachers viewed from a reconstructionist perspective have the 
responsibility of promoting the development of social and educational philosophy 
through the significant roles they play in education reform (Armstrong, 2005). 
Students as stakeholders add a dimension of meaning as far as investigating 
participant EFL teachers’ lived experience of the current EFL curriculum reform in 
Chinese secondary schools in North East China. 
 
Parents  
In the similar vein as students as stakeholders, I have not approached parents 
directly for interviews, as discussed in Chapter 5. Rather I have generated a picture 
of parents’ responses to this reform from EFL teachers’ perspectives that have 
emerged from the data. In responses to the theme of lived other in the questionnaire, 
participant EFL teachers have not suggested issues arising in relation to parents in 
implementing the reform. These are issues that have emerged from interview data, 
suggesting that parents have also played an influential role in EFL teacher 
experience of implementing the reform under study. As Fullan (2001) argues, 
parents are where ‘the most powerful instrument for improvement resides’ (p. 198).  
 
Chinese education is highly competitive and Chinese parents have demanding 
standards as they are prepared to devote much time and effort to bringing up and 
cultivating their children in valued skills and knowledge (Ran, 2001). The interview 
data have confirmed this. Ying, for example, states, ‘Every parent would make an 
effort to help their children with greater opportunities to learn more’. Fang also 
states that parents are often asked by their children for ‘access to the Internet for 
more information’ for helping with their learning, so that parents are urged by their 
children to provide the sort of learning assistance that this sort of 21st century 
technology represents. The statements of Ying and Fang are indicative of EFL 
teachers’ experience of parents’ efforts and strong expectations for their children in 
EFL teaching and learning. It is a situation consistent with the literature in its 
considerations of parents as education stakeholders in China. As Zhu (1999) states, 
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since almost every family has but only one child in today’s China, parents have 
increased and focused concern for their one child’s education success. As stated at 
the beginning of this section, this sort of parent involvement has the potential to 
have significant influence on the teaching and learning engaged in schools, for as 
Fullan (2001) argues, ‘[T]he closer the parent is to the education of the child, the 
greater the impact on child development and educational achievement’ (p. 198). 
This has been borne out by participant EFL teachers’ perspectives of parents as 
represented in interview responses. 
 
Participant EFL teachers’ descriptions of their experience indicate that parents’ 
expectations, as they put more emphasis on their children’s academic achievement, 
also place pressure on teachers. Fang, for example, says, ‘Although the school 
attempts to reduce this pressure from maintaining a continually higher rate of 
success, parents and the society still watch or focus on the goal only’. Xu says, 
‘Students and their parents pay more attention to learning results’. These two EFL 
teacher’s comments on their experience of parents’ expectation represent a general 
view held by participant EFL teachers across both sites. Teacher perspectives on 
parents’ emphasis on results are that these have indirectly influenced the purposes 
of teaching and learning. They see that a parent focus on results are driven by 
traditional concepts of examination-oriented education, giving rise to a tension 
between what the current EFL curriculum expects of teachers and students as being 
contradictory to what the parents expect. Exploring such issues suggests that 
participant EFL teachers are confronted with tacit pressure from parents’ 
expectations in implementing the current EFL curriculum reform that goes beyond 
the requirements of the EFL curriculum itself. As Van Zanten (2002) argues, 
parents’ expectations and attitudes play an influential role in education change 
which places pressure on individual teachers. It is a tension that has emerged in my 
exploration of participant EFL teachers’ lived experience of the reform under study, 
and it is a tension that figures with some prominence in the lived other of the lived 
experience of the teachers who have participated in this research  
 
It is a tension that sits uneasily alongside reconstructionist perspectives on 
education that focus on the common good of a community more than on educational 
achievement of individuals within that community. While reconstructionism 
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acknowledges that individual achievement is necessary, it does so in the context of 
a greater social, political and economic good. Chinese parents with one child, as 
they focus on the educational progress of that child, are positioned within the wider 
Chinese context of globalisation, and they too find themselves conflicted within the 
tension. Committed, as good citizens, to political, social and economic policies, at 
the same time they have intensely personal commitments to the advancement of 
their only child. The situation is a part of the lived other that is to be negotiated by 
EFL teachers as they implement curriculum reform, and the interview data do not 
indicate that it is a tension that has been resolved as yet. 
 
It is not likely to be resolved easily, given the change in policy regarding parents’ 
roles in their children’s education. As I have discussed previously, the Outline 
includes setting up a new system of assessment. It states that the assessment system 
will include considerations of parents, students, principals and peers as key 
influential factors in the new curriculum system that includes the EFL curriculum 
(Ministry of Education, 2001d). As Ran (2001) states, the influences of 
globalization in the 21st century means that parents’ status and role in their 
children’s formal education have been shifted from one of being kept away from 
schools to one of being invited to involve themselves in their child’s education. It is 
no small shift in emphasis; it is a shift of such dimensions that have made a 
complete break with traditional parental roles in Chinese schools, changing this 
feature of them at least beyond all recognition. 
 
The role of English as a global language in a global world and in the Chinese 
context as having influenced parents’ increased attention to their children’s EFL 
learning has been confirmed by my interview data. Ju says, ‘People, including 
students’ parents, in China, think that learning English is quite useful for their 
future development’. Fen says, ‘English, as a global language has been recognized 
by parents and the society.’ Ying also says, ‘More and more parents and students 
pay greater attention to English language learning’. Ying says, ‘The majority of 
parents in my school expect their sons or daughters to have the chance to go abroad 
to study in one of the world-famous universities’. Chinese parents’ increased 
concern about their children’s EFL learning in the Chinese context has influenced 
participant EFL teachers’ teaching as they have implemented the reform, which is 
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also consistent with Fullan’s (2001) argument in relation to such influence of 
parents. Chang (2008) argues that the influence of parents is central to their 
children’s EFL learning, so that parent perspectives about EFL teaching and 
learning, regardless of how educationally sound or not these might be, affect the 
success of the implementation of relevant curriculum reform. This stakeholder 
group, then, forms no small feature in a consideration of teachers’ lived other in 
relation to lived experience.  
 
In relation to the concept of lived other regarding participant EFL teachers’ lived 
experience, parents’ responses to EFL teaching and learning have exerted a tacit but 
discernible sense of pressure on participant EFL teachers, even as this pressure is 
seen as support for teacher efforts in implementing the reform under study. The 
literature bears this out. Kenway (1994, cited in Ran, 2001) argues that different 
parents’ expectations influence ways in which parents interact with teachers in 
schools, which affects teachers’ classroom practice; Ryan (2001) argues that 
parents’ expectations act as a spur to teachers to improve their teaching. This takes 
on a more specific form in China, where, as Phillipson (2007) points out, the values 
in the Confucian-Heritage Culture (CHC) in China and parents’ expectations serve 
as influential factors in teaching and learning. I have drawn on such works in the 
preceding section to analyze the data. In the following section I have examined 
interview data in relation to principals, who are another group of stakeholders with 
whom these EFL teachers are to work, which I have detailed below. 
 
Principals 
My consideration of the role of principals as one of the EFL curriculum reform 
stakeholders as seen through teachers’ comments on their experience points to a 
central aspect of new policy statements and curriculum documents. The Outline 
highlights decentralization of curriculum and its implementation, suggesting that 
national, local and school forces need to be involved in the new curriculum system 
(Ministry of Education, 2001d). Schools-based curriculum development is 
accordingly part of this new curriculum system on the basis of principals being 
representatives of schools. The literature is consistent in its arguing that promoting 
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school-based curriculum development is an important strategy that accompanies 
the current EFL curriculum reform in Chinese secondary schools (Huang, 2004). 
Giving prominence to principals’ roles is part of an attempt to rearrange sources of 
educational power and resources to emphasize ways of harnessing EFL teachers’ 
creative abilities in schools (Huang, 2004). Principals play a pivotal role in any 
education change, and curriculum reform in particular, as they, ‘[H]elp create and 
sustain disciplined inquiry and action on part of teachers’ (Fullan, 2003, p. 7), and 
are regarded as ‘the gatekeeper of change’ (Fullan, 2001, p. 138). In a similar vein 
to my discussion of students and parents as stakeholders, I have not collected data 
from school principals directly. Rather, I have generated a picture of their 
influential role in implementing this reform in different regions through EFL 
teachers’ perspectives. In responses to the questionnaire, participant EFL teachers 
have not directly suggested specific issues in relation to principals but they have 
highlighted the role of principals in relation to their implementing the reform in 
their responses in interviews. Participant EFL teachers’ experience in Site B 
indicates that they are satisfied with the leadership provided by their principal, 
including the role played in the provision of relevant effective and professional 
strategies used for assisting EFL teaching and learning in curriculum 
implementation. Ju says: 
 
My school has done its best. Since the reform has been implemented, the EFL teachers have been sent 
out to study and then they have been given opportunities to have seminars upon their return. Further, 
we attempt to expand or make comments on these activities. We might have open professional 
discussions on the same topics or problems. Thus, I think our school has made various efforts and the 
follow up steps might be to take time to implement this reform. And so is it is with any reform. In the 
process of promoting the reform, we may find out problems, and solve them, and then we would 
repeat the process over again until the reform becomes better and better implemented. 
 
Another EFL teacher, Ying, states, ‘Actually, our school has done a lot to support 
EFL teaching,’ and, ‘I think that the principal has tried her best to help us’. These 
two teachers’ comments on their experience of their principal indicate that they 
consider that their principal has endeavoured to prioritise their professional 
development, creating an appropriate environment for EFL teaching and learning to 
help with implementing the reform under study; they have felt that they have been 
supported by their principal. As Fullan (2001) argues, ‘Change is only one of the 
 202 
forces competing for the principals’ attention, and usually not the most compelling 
one’ (p. 137). By way of contrast, the data present a different picture in Site A. Xu 
says: 
 
As far as English language teaching is concerned in this region, it seems that there are few principals 
who have the necessary knowledge of language teaching…. Since there is a shortage of relevant 
experts, nobody is available to come out [to our school] to help these EFL teachers to develop further.  
 
This EFL teacher considers that the principals in Site A lack knowledge of English 
language teaching and so they cannot offer timely and appropriate guidelines for 
EFL teaching in their schools. She considers that such shortage of expertise in Site 
A has promoted ignorance rather than expertise in EFL teaching in this region, a 
negative influence on curriculum implementation. This participant’s description of 
her experience of the influential factors for which her principal is responsible 
indicates that she has felt a sense of non-assistance, influencing in negative ways 
her understanding of the reform and her EFL teaching. Xu’s is an experience that is 
repeated in the responses of other participants across the schools in Site A.  
 
Interview data present teachers in Site A as experiencing a lack of support and 
assistance. This is at odds with the experience of participants in Site B, where the 
principal has created opportunities for EFL teachers’ professional development, 
such as sending EFL teachers abroad for training and inviting relevant experts to 
her school, holding seminars and creating a suitable environment for EFL teaching 
and learning in accordance with the requirements of the EFL curriculum reform. 
Participants in Site B suggest that the principal has provided them with relevant 
support, including effective and professional strategies for teacher professional 
development. By way of contrast, the experience of participants from Site A is that 
few effective professional development programs have been delivered, and that the 
teachers consider that this is because of their principals’ lack of expertise, 
confirming points made in the literature in relation to principals being necessary for 
assisting teachers in a successful implementation of curriculum reform. This relates 
particularly to EFL teachers in China in this instance. As Fullan (2001) argues, the 
role of principals is central to school improvement, as they play a key role in 
influencing whether reform works or not, or making conditions in schools better or 
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worse. Day (2000) states that ‘effective’ and ‘professional’ are two main terms used 
to describe the nature of a good principal in the school context, terms which may be 
linked to principals’ commitment and capacity.  
 
Interview data in relation to principals as one of the stakeholders in relation to EFL 
curriculum reform indicate that principals’ professional competence has influenced 
teachers’ teaching and professional development as well as implementation of the 
reform under study. As the teachers see it, principals need to develop their own 
professional competence and expertise in order to engage school-based curriculum 
development. I have generated this from teachers’ perspectives on principals’ 
responses to the reform. Ying, for example, says,  
 
What our principal always says is that a teacher should be not only a teacher, but also a researcher, 
and studying and while teaching. That is what a teacher should be like today in China.  
 
Ying’s principal’s concern about teachers’ roles and their professional development 
in her school reflects that principal’s own education conceptions, which have 
foregrounded the idea of professional competence in teacher development. As 
Fullan (2001) argues, ‘It is always the thinking leader who blends knowledge of 
local context and personalities with new ideas from the outside who is going to do 
best’ (p. 149). Ying’s principal in such ways displays a particular feature of 
principals’ professional competence as a leader when it comes to school-based 
curriculum development. As Zhong (2001) argues, principals’ roles in the new 
curriculum implementation are the key to promoting that implementation. Zhong 
represents principals as a tour guide, creating a cooperative and collaborative 
environment for assisting relevant teaching and learning in reform, a metaphor that 
is consistent with interview data in relation to of teacher attitudes to their principals.  
 
Participant EFL teachers’ experience also points to areas where a perceived 
shortcoming in principals’ expertise may have a negative influence on effective 
EFL curriculum implementation. Participant Ying’s principal may be considered an 
example of the sort of leadership that the curriculum implementation requires, but 
that is not the case in all schools studied. This has been unexpected research 
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outcome. Much of the literature acknowledges principals as playing a key role in 
any education change, discussing the issues in relation to their relevant professional 
standards, and the complexity of principals’ work in schools (Fullan, 2001, 2003, 
2007; Wildy & Louden, 2000). The issue of principals’ incompetence and lack of 
expertise in curriculum reform that focuses on specific discipline areas, particularly 
in the current EFL curriculum reform in China, has not attracted attention in such 
literature. In Site A, teacher perceptions of principals’ lack of expertise in EFL 
teaching and learning have identified a negative influence on developing teacher 
understandings of the reform and its relevance to its importance in globalisation 
concerns for the country as a whole, and not just a region. Given the relatively 
innovative nature of the reform, and its early stages of implementation, this is 
hardly surprising. In developed parts of the Province the principal does not figure in 
the data as having any sort of negative influence on the reform implementation. In 
the less developed regions of the province, the opposite is the case, where teachers 
specify and identify principals’ lack of expertise in EFL curriculum reform 
implementation as a stumbling block to their efforts in relation to this important 
national reform of curriculum. The literature does not approach this as a problem; it 
is something which has emerged from my analysis of the data, and it is one that is 
still to be addressed as part of EFL teachers’ lived experience in relation to a lived 
other in the form of one of the stakeholders with whom they are required to deal.  
 
Perspectives on principals’ professional competence and expertise have emerged 
from the data as an issue that has gone beyond details of implementation and 
orientation of the new EFL curriculum. The policy statements and curriculum 
documents are premised on an understanding that principals’ professional 
competence and expertise may confidently be drawn upon to provide insights to the 
reform under study, and this would include principals’ concerns for EFL teachers’ 
development. Policy and curriculum may also take it as a given that principals’ 
concerns would translate into the creation of opportunities for professional training 
for teaching and learning as integral to curriculum implementation. Teachers in Site 
B exhibit a sense of support in implementing the reform that is generated by the 
principal in that site. By the same token, in Site A principals’ perceived lack of 
professional competence and expertise emerge from interview data as providing 
teachers with little support and few effective strategies, so that teachers feel a lack 
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of the required backing from principals in implementing the reform. This situation 
is consistent with the related literature, for as Hunnum and Park (2002) argue, the 
role of principals in rural schools draws less attention in human resource challenges 
in relation to their being schools with minimal resources, such as those in remote 
areas in China. Hunnum and Park (2002) further state that some principals in China 
are isolated from their peers or institutions because of their school locations in those 
less developed regions or remote areas. Here, as they describe it, the transport is 
inconvenient, and they lack opportunities for professional development in support 
of developing their own leadership skills, such as in the case of those principals in 
Site A. This indicates a shortcoming in policy making and implementation of the 
provincial government and its establishment of a consultancy team of experts that 
has overlooked that isolation and its potential to influence policy implementation in 
less than positive ways. 
 
In exploring participant EFL teachers’ perspectives on the issue of principals in 
their schools, I have found from the interviews that these teachers have experienced 
a sense of tension. It is a tension that sits alongside principals’ professional 
competence and expertise or otherwise in relation to the reform under study, 
something which has provided a particular dimension of meaning to the reform as 
participant EFL teachers have experienced it. They have encountered it in the lived 
other of their lived experience, and they have had to deal with it as best they could, 
given that nothing in the curriculum reform package has been designed even to 
anticipate this development, let alone deal with it. It is an aspect of the new reform 
that has emerged after the event, identified by the teachers, but absent from any 
other texts that have come out of the implementation of the reform. In the following 
section, I have focused on governments as stakeholders who form part of 
participant EFL teachers’ lived other in their lived experience of the reform under 
study. 
 
Governments  
I have recognized central and local governments as one the stakeholders in the EFL 
curriculum reform, part of the lived experience by participants of the reform under 
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study. As Fullan (2001) states, governments, which are essential in implementing 
large-scale reform, are key forces for transformation. According to Huang (2004), 
governments play a significant role in promoting curriculum development in China, 
with the Central Government in the past having dominated curriculum 
decision-making through its centralized system. There has been a shift towards a 
decentralized and distributed system as part of the implementation of the current 
curriculum reform, where the Central Government has distributed some powers for 
curriculum decision-making to local governments and schools themselves (Huang, 
2004). Central, provincial and local governments and schools themselves all share 
responsibilities for implementing the current EFL curriculum reform in China.  
 
Decentralization in relation to national level has been witnessed since 1949 
(Hawkins, 2000), and it represents one of the most important features of the reform 
under study (Huang, 2004). The decentralization of Chinese governments’ 
authority as far as education programs are concerned provides a context in which to 
position the current EFL curriculum reform not only in regard to generating an 
understanding of the role of governments in relation to the reform, but also as part 
of lived other in relation to participant EFL teachers’ lived experience. 
Decentralization may be further seen in the context of globalization and 
corresponding issues of glocalization in relation to that lived experience, discussed 
below.  
 
At the beginning of this chapter I discussed the role of Central Government in 
relation to the reform under study in relation to the new EFL curriculum intent and 
its features as part of teachers’ lived time in a globalizing world. In this section I 
continue the focus on the role of government in North East China in implementing 
the reform, but I have included a particular focus on the role of local government in 
influencing curriculum implementation in a provincial context. To this end, I have 
considered ways in which local governments have implemented the Central 
Government’s policies of EFL curriculum reform in secondary schools in my 
research sites. I have focused on the Liaoning Government and in doing so, I have 
included an examination of relevant policies issued and released in the region. The 
local government that I have discussed here refers to Liaoning Provincial 
Government which manages the reform as it relates to Site A and Site B. I have not 
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approached municipal or district governments in either Site A or Site B for similar 
reasons as I have not approached students, parents, or principals, but relying on 
teacher perceptions of government activities as part of the lived other of their lived  
experience. 
 
Liaoning is a developed province as far as education is concerned (see for example 
Liaoning Education Department, 2006), which has enabled it to focus on the 
development of its education system in line with Central policies of curriculum 
reform, and EFL curriculum reform too. Its provincial government engages 
educational policy-making and curriculum implementation mainly in relation to 
organisation and administration of support that derives from a number of sources 
(Liaoning Education Department, 2006). Until 2005, there had been 9,311 primary 
schools with 26,661,555 students and 163,589 qualified teachers, and 1,798 junior 
schools with 1,570,269 students and 106,439 qualified teachers in this province 
(Liaoning Education Department, 2006). Since the opening up of the country in the 
late 1970s, education in Liaoning has also experienced constant innovation and 
reform, as has the whole education system in China, and its Education Department 
notes that it has achieved rapid development as it has established an education 
system designed for the challenges of 21st century and its associated phenomenon 
of globalization. These are the claims made in the official documents of the 
Liaoning Education Department. They do not come from any of the data that 
pertain to participant teachers.  
 
A series of education policies related to education reform were developed in China 
in the 1990s, designed to engage challenges presented by globalization, and these 
have included policies of EFL curriculum reform in Chinese secondary schools. 
Such policies have implications for supporting the current EFL curriculum reform 
in Chinese secondary schools. A ‘strong and professional leadership team’ who 
take special responsibilities for current curriculum implementation, which includes 
EFL curriculum reform in secondary schools, has been established in the province, 
according to National Research reports (Cui, 2005). ‘Strong’ is not clearly defined 
in this context, but it is a word that suggests a certain commitment from the 
Liaoning Provincial Government, which has released a number of relevant policies 
to promote effective curriculum implementation in this region. In 2001, the 
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Liaoning Education Department issued Liaoning Education Department 
Guidelines for Continually Promoting the Teaching of English in Primary Schools 
(Cui, 2005), which focuses on students in this province as they start to learn English 
as a compulsory subject in the third grade (Cui, 2005). This document deals with 
students who have experienced four years of English learning in their primary 
schools before entering junior schools. The document also stresses that until 2002, 
the Department attempted to achieve a 50% rate of primary schools located in 
towns and townships developing the professional capacity to teach English. All 
primary schools in this region were assured of developing the capacity to be able to 
teach English up to 2003. It further states that English teaching and learning was 
expected to be carried out in Grade One if possible in some districts in the region, 
which means that students would have had an even longer experience of exposure 
to English learning than before this change in policy. It also indicates that the 
significant role of English among other compulsory subjects had been identified 
and supported by the provincial government, a particular effort of a provincial 
government to achieve the goals of the EFL curriculum reform. 
 
On December 6, 2002, the Liaoning Education Department released another policy, 
Printing and Distributing Liaoning Province Compulsory Education Local 
Curriculum Implementing Project (For Experiments) (Liaoning Education 
Department, 2002). It addresses concerns regarding the establishment of a new 
local curriculum system with specific characteristics that include orientation of 
Liaoning Province and relevant education information. The new local curriculum 
has been designed to cope with three grade levels of curriculum administration 
(national, local and school) in the Chinese context. It is another response by the 
Liaoning Government in implementing the current EFL curriculum reform in 
Chinese secondary schools. 
 
The Liaoning Education Department has also released a further series of documents 
which focus on teacher professional development to implement the policies 
outlined in the document titled, Project Gardener: Crossing the New Century 
included in Strategic Plans for Reviving Education for the 21st Century (Wang, 
2007) released by the State Council. Modern information technology, for example, 
has been included in the program of in-service teacher education (Ministry of 
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Education, 2001b, 2001c). Relevant policies have been released separately in Site 
A and Site B. Having knowledge of modern information technology has been 
recognized by the provincial Ministry of Education as a necessary criterion for 
employing or evaluating a teacher in Liaoning Province (Ministry of Education, 
2001b). These are some of the efforts on the part of local governments and 
departments across both sites that implement decentralization policies and 
procedures as far as curriculum implementation has been concerned. On the basis of 
these, the Liaoning Government has provided professional development training 
for all teachers, including EFL teachers, in the three full years of 2002-2004. These 
activities suggest that the Liaoning Education Department has endeavoured to 
support this reform, and has been active in an attempt to create a suitable 
environment for secondary school teachers’ professional development, EFL 
teachers in particular, to implement the current curriculum reform in this region. 
 
I have positioned my examination of the role of provincial government as part of 
lived other, linking this to participant EFL teachers’ lived experience of the reform 
in my research. The Liaoning Provincial Government has provided these teachers 
with more detailed, authoritative documents and orchestrated as well as systematic 
advice programs on appropriate strategies for the implementation of the EFL 
curriculum reform in North East China than has the Central Government. The 
Outline provided by the Central Government has served, as the title itself suggests, 
an outline only (Ministry of Education, 2001e). The Liaoning Provincial 
Government has fleshed out the Outline and supported that fleshing out with a 
specially selected and appointed team of consulting experts (Cui, 2005). Liaoning‘s 
Provincial Government activities in this area of the education program that it 
delivers in the province include detailed policy making in relation to local contexts, 
providing relevant training and necessary funding. Policy and curriculum 
documents have demonstrated their endeavours in supporting this reform 
implementation and the majority of these participant EFL teachers, particularly 
those in Site B, consider that they have support from governments. Some teachers 
in Site A point to lack of relevant support in relation to their professional 
development. The literature points to the role of governments as an important 
influential factor in teachers’ lived experience of curriculum reform. As Fullan 
(2001) argues, governments are able to offer accountability, pressure and support, 
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and promote developing capacity, or not. In a similar vein as my approach to 
students, parents, and principals, I have taken teacher perspectives on governments 
as providing insights to the ways in which policy and curriculum statements have 
been rolled out as part of the reform. As van Manen (1990) argues:  
 
Even if we learn about another person only indirectly (by letter, telephone, or book) we often already 
have formed a physical impression of the person which here may get confirmed, or negated when we 
find out, to our surprise, that the person looks very different from the way we expected. As we meet 
the other we are able to develop a conversational relation which allows us to transcend our selves (p. 
105).  
 
Central and provincial governments, and the Liaoning Provincial Government in 
particular, have provided support in the form of policies and delivery of relevant 
professional development for EFL teachers in relation to appropriate teaching and 
learning strategies. This is indicative of a focus by governments on the teasing out 
problems in the education system they administer, and seeking relevant solutions to 
achieve the changes they want to achieve. In the case of the current EFL curriculum 
reform, the documents indicate a carefully considered government approach to the 
reform, calculated to achieve optimum effect, a feature which takes on some 
prominence when compared with the slogan-based implementation of the policies 
of the 1950s Great Leap Forward, which I have discussed further in Chapter 11. 
 
China is a socialist country with a largely decentralized education system, but the 
political system is still centralized with strong top-down mandates (Zhang, 2006). 
The Central Government in China has been aware of the problems in education 
domains, particularly in the old elementary curriculum system which has been 
found to be inadequate to engage challenges posed by globalization. The Central 
Government has looked to the establishment of a new curriculum system in an 
attempt to cope with those challenges, and a new series of national policies and 
strategies delivered. Provincial governments have also responded along similar 
lines, and released their own policies in relation to their own contexts.  
 
I have explored the role of provincial governments as part of decentralization that 
has become visible as part of glocalization in the Chinese context. As Sharma (2008) 
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argues, decentralization is a feature of globalization linked to glocalization, 
providing possibilities for maximizing positive effects of globalization through the 
establishment of ‘a stable, secure and just government’ which would support 
glocalization (p. 3). The literature emphasises the twin features of decentralization 
and glocalization as integral to globalisation, and in my research I have taken these 
twin features as forming a stimulus to the EFL curriculum reform being 
implemented in this region of China. The Liaoning Provincial Government, as a 
decentralized and in effect a glocalised body, has provided more detailed policy 
statements and relevant strategies than the Central Government regarding education 
reform. Having absorbed general policy outlines from that Central Government, the 
Liaoning provincial government has focused on details of local issues in local 
contexts that the general policies from Central Government have not been able to 
approach.  
 
Conclusion 
In this theme of lived other, my discussion of other stakeholders in relation to 
participant EFL teachers’ descriptions of their lived experience has identified 
students, parents, principals and governments in relation to the EFL curriculum 
reform. Their position as stakeholders in the current EFL curriculum reform 
provides a basis for comparison with previous attempts at such reform. I have taken 
into account influential factors in curriculum implementation in relation to other  
stakeholders as far as the EFL teachers’ implementing the reform are concerned as 
governments have included relevant stakeholder concerns in relevant 
policy-making. I have identified students’ positive responses to the reform as a 
stimulus to EFL teachers’ own enthusiastic participation in reformed EFL teaching 
and curriculum implementation. Teachers’ responses in interviews regarding the 
expectations of parents with whom they are to interact suggests that parents have 
put teachers under pressure at the same time as they give support to their efforts. A 
further aspect of EFL teachers’ lived other as part of their lived experience is that of 
principals’ professional competence and expertise or otherwise, indicating that they 
have obtained support from that quarter in their implementation the reform under 
study, or otherwise. Government policies, curriculum documents, and teacher 
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professional development in relevant EFL teaching and learning strategies further 
suggest a feeling of support among participant EFL teachers. This may be 
compared with the collapse of the political-economic movement in the late 1950s, 
the Great Leap Forward, which was initiated by governments who dogmatized 
rather than carefully considered the implications of widespread reform; to deliver a 
package of policies that would ignore a whole raft of other influential factors that 
operate within whole economic systems (Bachman, 1991). The political system in 
the late 1950s was visibly centralized (Huang, 1999), stubbornly refusing to 
acknowledge the diverse contexts in China. In discussions on lived other, I have 
identified the current EFL curriculum reform as more developed than that 
political-economic movement in the late 1950s, and I have examined participant 
EFL teachers’ descriptions of their experience of other stakeholders that shows that 
these teachers have felt a sense of support on the one hand and pressure on the other. 
In the following chapter I have discussed the theme of lived time.  
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Chapter 10 Lived time: Lived experience and the 
interviews 
 
 
Introduction 
In Chapter 9, I have discussed the theme of lived other in relation to participant EFL 
teachers’ lived experience. In this chapter I have examined interview data in 
relation to participant EFL teachers’ lived time as part of their lived experience. I 
have firstly explored EFL teachers’ reflections on their past experience of previous 
curriculum reforms, then on their present experience of the current EFL curriculum 
reform, and finally on their expectations for improving that latest reform. 
Participant EFL teachers’ reflections include those on their past experience of 
previous EFL curriculum reforms, the 1993 one in particular, as well as their 
experience of pre-service teacher education programs. Teachers’ present 
experience includes their experience of the current EFL curriculum reform as this is 
played out in relevant changes in EFL teaching. Teachers’ expectations focus on 
their hope for further improving this reform. I have focused on the theme of lived 
time emerging from interview data as a means by which to examine ways in which 
the current EFL curriculum reform has developed, particularly in relation to ways in 
which the reform under study might be considered as being comparable to The 
Great Leap Forward. I have situated these issues within the theme of lived time, in 
accordance with van Manen (1990)’s suggestion: ‘The temporal dimensions of past, 
present, and future constitute the horizons of a person’s temporal landscape’ (p. 
104). I have discussed participant EFL teachers’ past experience in the following 
section.  
 
Past experience 
The questionnaire data that I have examined provide an overview of participant 
EFL teachers’ past experience of previous EFL curriculum reforms in Chinese 
secondary schools in relation to their lived experience as secondary school students, 
particularly during the 1990s. I have approached issues that have emerged from 
document analysis in relation the new 21st century EFL curriculum intent and 
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features, which provides the basis for a comparison between the new curriculum 
and the previous one. My focus has been on the 1993 one because, by 2008, when I 
conducted my questionnaire and interview research, teachers who had taught in the 
1970s had mostly retired, and numbers available for questionnaire or interview in 
both sites were too few to be used to good effect in my research. The number of 
teachers from both sites who had had experience of reforms in the 1970s numbered 
only three. For this reason, I have relied on documented accounts of teacher 
experience in the 1970s, as explored in Chapter 2, to make comparisons with the 
2000s. Teacher descriptions of their experience of previous reforms, then, refer to 
those of the 1990s in the data that I have collected. In the interviews I have further 
emphasized comparisons between the current EFL curriculum reform and the 1993 
one as this fits with one of the selection criteria of participants with at least 15 
years’ of teaching experience (see Chapter 5). In the following sections in relation 
to participant EFL teachers’ past experience, I have used the term ‘previous’ to 
refer to the reform of 1993. In doing so, I have generated a more detailed picture of 
their lived experience of previous EFL curriculum reforms, the 1993 one in 
particular; by analyzing interview data that has explored their lived experience of 
professional development, and pre-service EFL teacher education programs.  
 
To this end, I have examined a number of sub-themes of EFL teacher experience 
that I have categorized as ‘a word class and passive listeners’, ‘spoon-fed mode’, 
and ‘the divergence and the directing stick’. I have discussed these in the context of 
participants’ experience of teacher education programs as developing a knowledge 
base as part of their professional development. I have considered these issues as 
related to their lived experience as EFL teachers in China, as part of examining 
details of participant EFL teachers’ experience of the current EFL curriculum 
reform, which I have detailed below. 
 
‘A word class’ and ‘passive listeners’  
Teachers’ responses to questionnaire items in relation to teaching methods indicate 
that the majority of participant EFL teachers’ experience of EFL teaching and 
learning in China has been dominated by teacher-centred and grammar translation 
teaching methods that characterised previous curriculum implemented when they 
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were secondary school students during the 1970s and the 1990s. I have detailed 
current EFL teacher perceptions of shortcomings of EFL teaching methods couched 
in the 1993 EFL curriculum in Chapter 6, considering these in relation to the new 
curriculum intent and features. In the following section, I have further examined 
teaching methods in relation to previous curriculum reforms, the one in 1993 in 
particular, through analysing participant EFL teachers’ responses to interview data.  
 
Interview data have confirmed both questionnaire data and that which has emerged 
from the document analysis discussed in Chapter 7 and Chapter 6. One of the 
participants, Fang, says that they continued to adopt ‘teacher-centred method’ in 
their previous teaching in the previous reform, where students were regarded as 
‘passive listeners’ in class. Wei describes his previous EFL teaching as ‘a word 
class’ where he as a teacher was the key speaker while his students were passive 
listeners. As EFL teachers themselves, Fang’s and Wei’s experience as students has 
made them aware of the shortcomings of traditional teaching based on 
teacher-centred and grammar-translation methods. Teacher-centred and grammar 
translation methods emphasize teachers’ authority and teachers’ roles in EFL 
teaching and learning, ignoring student-centred and students’ roles as participants 
in their own learning, as well as the sort of individual student development 
discussed in Chapter 3. Their experience is also consistent with the literature, such 
as that of Wang (2007), who argues that, despite the achievements of reforms since 
1993, there still remain significant problems in need of address in the current EFL 
curriculum reform.  
 
Wei’s and Fang’s past experience as teachers in relation to traditional teaching 
methods of the previous reform indicates that they have been aware of the problems 
as far as their own EFL teaching has been concerned. Their experience has 
prompted them to turn to new teaching methods proposed in the reform under study. 
I have considered these two teachers’ reflections on their past experience as part of 
lived time in relation to their lived experience which I have discussed at the 
beginning of this chapter. Their experience is a common one described in the 
responses of participants across schools in both sites. Their experience serves as the 
basis for an understanding of their present experience and their expectations, which 
I have explored in the following sections.  
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‘Spoon-fed’mode 
According to Zeegers and Zhang (2005), textbooks used in EFL teaching and 
learning in China play a significant role in processes of student learning in the 
Chinese context as textbooks constitute a major resource for EFL teaching and 
learning in China. Zeegers and Zhang (2005) have focused on textbook language 
and content, and the need for a textbook to match student development 
requirements, something which applies to the new EFL textbooks developed as part 
of the reform under study. A new series of textbooks has been developed as part of 
the reform, consisting of Grade 3 to Grade 12 books that cater to the needs of 
students in primary, junior secondary and senior secondary schools. They have 
been based on the ECS, and designed to facilitate the changes in the EFL 
curriculum that the ECS supports. The textbooks used by teachers in primary 
schools are related to the particular level at which they are teaching, as are those in 
secondary schools. Each teacher would be given one copy of the new textbook for 
their classes, and each student would have theirs as well. Supplementary materials 
have also been developed as part of the EFL curriculum reform that all participant 
teachers may draw upon in the course of their professional activities.  
 
In similar fashion, when the 1970s, 1980s and 1990s reforms were implemented, 
textbooks were produced as part of the exercises. Each series of textbooks was then 
replaced when each new reform was implemented. Older textbooks, and teaching 
materials, left over from the 1970s, 1980s and 1990s are no longer available in the 
schools. Participant teachers now rely on new textbooks that, while they 
incorporate elements of systematic grammar study, contain elements of 
contemporary foci on modern content more relevant to 21st century Chinese student 
life that were missing from the older textbooks. When I refer to a textbook, then, I 
refer to one of the new series that are used at each level of EFL study in Chinese 
schools. Old textbooks are those that were previously used, ones that focused on 
grammar and language items to be rote learned by students. Participant EFL 
teachers have indicated that they themselves generally do not consider the old series 
of textbooks to be as good as the new series. 
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Participants’ descriptions of their past experience both as EFL students (as is the 
case for those participants who have 4-10 years of teaching experience) and as EFL 
teachers (as is the case for those participants who have at least 15 years of teaching 
experience) point to the textbook as the main source of teaching and learning 
content, and that previous ones contained material that was dull and outdated. 
Those textbooks did not, in their view, stimulate students’ interest in learning 
English. This has been confirmed by both questionnaire data and the documents 
which I have examined and discussed in Chapter 6 and Chapter 7. Participant EFL 
teachers’ experience of old textbooks refers to the one edited by the People’s 
Education Press, adopted in both Site A and Site B as part of the 1993 reform. In the 
following section, I have addressed participant EFL teachers’ past experience of the 
textbook used in the 1993 reform, with a focus on issues of what the teachers have 
themselves described as ‘spoon-fed mode’ in their responses in the interviews. 
 
I have borrowed the term, ‘spoon-fed’, from Guan and Meng’s (2007) work on 
curriculum and associated teaching and learning strategies in China. This has been 
confirmed by my interview data. An EFL teacher, Chu, says, ‘There were some 
given patterns in the old textbook. For example, I told you how to make up a 
sentence and then the textbook would have relevant exercises’. Chu considers that 
students and teachers who experienced the 1993 reform only needed to follow the 
instructions given in the textbook to conduct their teaching and learning activities, 
so that they were not required to think further about what methods were to be used 
in their practice. She says that such sorts of textbooks restricted student and teacher 
development, particularly in teaching and learning.  
 
Another EFL teacher, Qing, says:   
 
The layout of the old textbook emphasized that grammar points should be taught in a given order. As 
a result of this, the topics, the texts and the dialogues were all developed via grammar. 
 
Qing discusses this in more detail, saying that that since the old textbook 
emphasized grammar points, the textbook content design followed grammar orders 
that determined topics, dialogues and texts. Such textbook design would obviate the 
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need for teachers and students to develop their thinking or imagination, which 
participant teachers have described as one of the shortcomings of the old EFL 
textbook that they used. These two EFL teachers’ experience are two examples 
which are representative of similar teacher perspectives from these two sites. They 
consider the old textbook design and structure, which focused on ready-to-use 
traditional grammar points, was an example of the spoon-fed mode. As Adamson 
(2001) states, the 1993 EFL textbook used: 
    
[T]he technique of controlling the level of linguistic difficulty in a very structured way, either by 
restricting new items to a specific numerical quantity or by defining the language skills (listening, 
reading, speaking, writing) in which mastery is expected (p. 31). 
 
This feature of textbooks reflects certain traditional elements involved in the 1993 
EFL curriculum design (Adamson, 2001a). Guan and Meng (2007) also argue that 
textbook design and textbook content produced in the 1993 curriculum reform 
could be described as being based on a ‘spoon-fed’ mode and that such materials 
tended to place little emphasis on students’ learning abilities and the tenets of 
language learning. According to Poon, Tang and Reed (1997), teaching content in 
relation to spoon-fed mode would not play a stimulating role in promoting students 
or teachers to expand teaching and learning in language; that such content is to be 
seen as a restriction on both students’ and teachers’ language development. 
Particpants Xu an Qing’s statements, which are representative of similar 
perspectives on teacher experience in these two sites, indicate that they have been 
aware of the sorts of problems identified in relation to the old textbook. Their 
descriptions of their experience indicates that such features of the old textbook 
would inhibit the development of EFL teaching and learning in the previous reform 
as they restricted students’ and teachers’ language thinking and language 
imagination. Taking into account the demands of a rapidly globalizing Chinese 
context, this had the further implication that students would not effectively engage 
associated challenges that have been reconceptualised and incorporated in the new 
EFL curriculum reform and its approach to textbooks.  
 
My research has confirmed the perceived shortcomings presented in the previous 
series of textbooks in 1993. Ju says, ‘The old series of textbooks only addressed 
 219 
grammar points’. Lian, another EFL teacher, says, ‘The previous series of 
textbooks focused more on grammar’; ‘less on Listening and Speaking, and it 
‘might be useless in language applications that focus on such things as effective 
communication’. She further says, ‘The textbook seemed to fall behind the times’, 
and, ‘The articles and the vocabulary were all out of date’. Qing, another EFL 
teacher, states, ‘The poor content or topics in the old series of textbooks bored the 
students; they could not arouse students’ interest’. These EFL teachers’ experience, 
as three examples of common perspectives across schools in both sites, shows their 
dissatisfaction with the previous series of textbooks of 1993. It is not only 
dissatisfaction as far as teaching and learning is concerned; it is dissatisfaction on 
the basis of the textbook being inadequate to the task of student and teacher 
development that has emerged out of rapid Chinese economic and social changes in 
the context of globalization. This, after all, has been a major concern of the new 
EFL curriculum reform, and with it concerns for curriculum materials as they are 
focused on textbooks. 
 
As I have discussed in Chapter 3, textbooks are one of the most influential factors in 
understanding the development of EFL curriculum reform in Chinese secondary 
schools. According to Richards (2001), a textbook needs to be constantly revised in 
line with the context in which it is to be used. The previous series of textbooks of 
the previous 1993 reform were produced to meet requirements of social 
development in the last years of the 20th century, rather than those of the 21st 
century. Teacher experience suggests that it is not effective for EFL teaching and 
learning to adopt such textbooks in present EFL teaching and learning contexts. 
  
Given such considerations, EFL teachers’ descriptions of their past experience 
indicate a number of different perspectives, those from Site A in particular. Xu, for 
instance, says:  
 
We found that we could find some rules in the previous series of textbooks in 1993. At least it could 
be seen in its continuity in grammar. So I think the previous series of textbooks [in 1993] was 
concerned with grammar and also was linked to the current trend of the new curriculum reform.  
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Another EFL teacher, Wei, says:  
 
[T]he old textbook was divided into a couple of parts and linked with tenses, eight tenses together. In 
Grade One the textbook involved in the present continuous tense and the present tense. In Grade Two, 
the past tense and the past continuous tense, as well as the present perfect tense. In Grade Three, the 
past perfect tense. I think the old textbook structure made it easy for us to learn these grammar points 
and also easy for teachers to cope with them. 
 
Another EFL teacher, Hua, says: 
 
I think the current textbook is much briefer, but the previous one presented more detail which could 
help students to [understand] what they learnt from it. However, the current textbook sometimes 
needs us to comprehend the content such as what is in Section A and what is in Section B, and 
sometimes we [become] confused about it. To tell you the truth, I still enjoy and appreciate the 
previous series of textbooks in 1993 more. 
 
Some teachers, describing their past experience of working with textbooks, 
disagreed with their colleagues about the spoon-feeding approach of the 1993 series 
of textbooks. As Xu, Hua and Wei describe it, their experience of the older 
textbooks was a positive one. These several EFL teachers’ statements show that 
texts that emphasize systematic order of the grammar points distributed among a 
textbook’s pages is professionally reassuring for them, at least. It is a view that is 
consistent with what has been described as Confucian Heritage Culture (CHC) in 
the Chinese context (Wong, 2008), where students expect their teachers to teach 
them everything they are expected to learn and have little aspiration to discover 
anything in this regard for themselves. This in itself suggests that, ‘They wish to be 
spoon-fed and, in turn, they are spoon-fed’ (Phuong-Mai, Terlouw, & Pilot, 2006, p. 
9). Rao (2006) also states that ‘traditional Chinese education values teacher- and 
textbook-centred approaches, as they highlight reviewing and repetition as well as 
rote learning. Such advocates may emphasise linguistics details and accuracy as 
well as specific syntactic constructions in language teaching’ (Rao, 2002, cited in 
Rao, 2006, p. 5). Participant EFL teachers’ description of their past experience of 
previous series of textbooks in relation to lived experience indicates a mismatch 
with contemporary social developments. That mismatch has not been anticipated as 
part of improved EFL teaching and learning implied by the new curriculum reform 
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and it may not have been possible to have had such anticipation in the face of the 
enormous task of conceptualising, resourcing and implementing the reform. 
Nonetheless, teacher lived experience suggests that it something which could be 
addressed at the present time.  
 
Divergence and the ‘directing stick’ 
A directing stick (about one foot in length) is a stick used by police officers in China 
to direct traffic flow in the streets. Participant EFL teachers use the concept of a 
directing stick to represent various examinations conducted as part of Chinese 
teaching and learning, in particular the public examinations system. The 
examinations include the entrance examination to key senior high schools and 
examinations for university entrance. These examinations are represented by the 
teachers as a ‘directing stick’ which guides teachers and students to focus on 
various examinations’ contents in their teaching and learning. As Chu, an EFL 
teacher, says, ‘Examinations guide us where to go and what to teach as well as how 
to teach. Examinations have been regarded as “a teaching baton”, suggesting a 
“directing stick”’. The research literature refers to the Chinese system as 
examination-oriented education, where teaching and learning in general focuses on 
what is being tested in examinations (Hu, 2003; Rao, 2006; Yang, 2002), something 
which has dominated Chinese education for thousands of years (Wang, 2008). In 
spite of this tradition, it, a feature which has been questioned by Chinese educators 
since implementing the current EFL curriculum reform in Chinese secondary 
schools (Wang, 2008), and I have taken this up for consideration in my examination 
of the intent and features of the new EFL curriculum. I have compared it with the 
1993 EFL curriculum which also stressed summative assessment.  
 
Participant EFL teachers’ descriptions of their past experience of assessment 
indicate that the content of examinations focused so much on knowledge of the 
features of the English language that they ignored examining students’ 
comprehensive language competence. Qing says: 
 
In relation to CLOZE in the past, 10 or 20 questions would emphasize more ‘Fix Up’, ‘Grammatical 
Items’ and ‘Choosing the Correct Verb Form’ to ‘Fill in the Blank’.  
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He states further, ‘In the past, four sentences were laid out for creating a 
composition. Students were only required to translate these sentences and that 
might be a composition’. Chu says, ‘There was no Listening test in the 
examinations either’, suggesting that this important skill was ignored in 
examinations. Qing and Chu describe the content of major public examinations in 
China in 1993 as having addressed grammar points rather than communicative 
points such as Listening and Speaking; they were more concerned with Reading 
and Writing than Listening and Speaking, and even then, they would focus on 
summative rather than formative assessment. Qing says, ‘[The exam] focused on 
summative assessment which means a focus on results’. Ju, another EFL teacher, 
says, ‘In the past, students learned English in order to get certain marks’. These two 
EFL teachers’ experience, shows their attitudes to assessment in the previous 
reform and its focus on summative assessment, ignoring the possibilities of 
formative assessment altogether. Since participant EFL teachers regard various 
examinations as a directing stick in their EFL teaching and learning, the inclusion 
of formative assessment in current EFL teaching and learning practice suggests a 
divergence in the use, direction and function of the directing stick. It suggests a 
successful feature of the new EFL curriculum intent, a new emphasis on assessing 
teaching and learning protocols. Employing only one form to the exclusion of the 
other suggests that teaching and learning would lack balance, as has been the case 
with examination-oriented education. Kwok (2004) argues that 
examination-oriented education threatens ideals of quality education, inhibiting any 
shifts from teacher-centred to student-centred learning and teaching. This is a 
Western-informed perspective, one that has not been systematically tested in CHCs, 
as suggested by Biggs’ (1996) discussion of Western misperceptions of CHCs. The 
examination system has, after all, served China well for thousands of years, and 
Chinese students still dominate the ranks of successful students at home and in 
educations institutions abroad (Zeegers & Zhang, 2005). To argue that the 
examination system in China is deficient in producing top level graduates is to 
apply Western attitudes to examinations to a context in which this may not be the 
case. A tension then emerges in relation to formative and summative assessment as 
these are played out in China. Participant EFL teachers do not suggest that the 
examination system be abolished; rather they suggest that it be modified and 
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improved to incorporate specifically identified features and intent of the new EFL 
curriculum. Kwok’s (2004) argument may hold for Western systems; it has yet to 
be shown to apply to China. Employing only one assessment may influence the 
quality of EFL teaching and learning as the past experience of Ju and Qing 
described above indicates. Given this, participant EFL teachers’ past experience of 
assessment may be set against current perspectives on assessment for further 
examination of their present experience of the current EFL curriculum reform.  
 
Teacher education programs   
In the following section I have investigated participant EFL teachers’ description of 
their past experience of teacher education programs with a focus on their 
pre-service teacher education programs in relation to exploring their relevant 
knowledge base. I have discussed their pre-service teacher education programs as 
having occurred mainly between the 1970s and 1990s. More than half of the 
participants graduated from two or three years of teachers college. The other half 
graduated from four years of university programs with a bachelors degree. 
Questionnaire data show that they all perceive that they have adequate knowledge 
of theoretical bases for language teaching and learning, which helps them to 
understand and implement the reform under study. My analysis of interview data 
presents a different picture, one in which some participant EFL teachers have an 
inadequate knowledge base, in spite of their own perceptions of their knowledge as 
EFL teachers, and this influences their understanding and implementing the EFL 
curriculum reform.  
 
According to Hu (2005b), EFL teachers’ theoretical base of language teaching in 
China needs to include linguistic and intercultural knowledge. More specifically, 
their theoretical base needs to include knowledge of Transformational Grammar 
and Vygotskian-based sociocultural perspectives, which play a significant role in 
implementing the reform in the Chinese context, as discussed in Chapter 3 in 
relation to language pedagogy. When they were asked about their awareness of 
Transformational Grammar and sociocultural perspectives, they indicated that they 
had little knowledge of these concepts, or had never heard of them. Qiang puts it 
this way: ‘I have never learned the linguistic knowledge that underlies language and 
 224 
language teaching’. Hua also states, ‘No, never, and we had no such courses at 
school,’ when being a student in teachers college. Qiang’s and Hua’s experience is 
one of never having been offered courses on knowledge of language acquisition 
such as Transformational Grammar and Vygotskian-based sociocultural 
perspectives as part of their pre-service teacher education programs. This suggests 
that two or three years of teacher college was not enough to be able to include the 
range of knowledge that would constitute a comprehensive teacher education 
program. This is consistent with Hu’s (2005b) evaluation of two or three years’ 
Chinese teachers’ college courses before 1993 as lacking relevant content for EFL 
pre-service teacher education programs. Chu, reflecting on the time of being a 
college student, confirms this view:  
 
[F]oreign cultures or customs might refer to a course. The course has appeared in some 
universities recently. I didn’t take this course when I studied at school because of the social 
conditions then.  
 
These three participant EFL teachers’ description of their past experience indicates 
that they perceive that they lack adequate knowledge for teaching and learning, a 
shortcoming of their pre-service programs which would pose difficulties for them 
in understanding the EFL teaching and learning that forms part of the reform under 
study. I have included discussions of issues related to Transformational Grammar 
and Vygotskian-based socio-cultural perspectives in Chapter 3 as providing 
significant insights to language acquisition, more specifically in second language 
acquisition. I have also considered this in relation to obtaining an understanding of 
EFL teaching and learning which these participant EFL teachers would have 
needed to have acquired as part of their teacher education programs, as the means 
by which to provide a sound theoretical basis of EFL teacher knowledge. As Fradd 
and Lee (1998) and Hu (2005b) argue, linguistic knowledge is the most important 
component to be developed in EFL teachers’ knowledge bases.   
 
Intercultural knowledge is an influential and central factor ‘in promoting  effective 
cross-cultural communication and pragmatically appropriate language use’ (Fradd 
& Lee, 1998, p. 767). The lack of such knowledge is similarly influential as this 
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means that teachers lack an appreciation of intercultural features as part of 
developing language acquisition, an inhibiting factor when it comes to 
understanding EFL language teaching and learning in relation to the requirements 
of the current EFL curriculum reform. It is a point raised by Fradd and Lee (1998), 
who argue, ‘The value of knowledge base lies both in the conversion of information 
to understandings and the appropriate application of knowledge in a variety of 
contexts’ (p. 764). Chu’s experience described above has confirmed that he lacks 
such knowledge as it did not form part of the teacher education program that he 
experienced.  
 
Those who have participated in my research have similarly found their pre-service 
education programs deficient in supporting what they have been required to be able 
to do to implement effective teaching and learning specified in the new EFL 
curriculum, and to obtain as complete an understanding as possible of the reform. A 
teacher’s knowledge base plays a significant role in curriculum reform, especially 
in regard to their teaching practice. Freeman (2002) defines teachers’ knowledge 
bases as ‘the hidden side’ of teachers’ work, one which is always ignored by 
educators, including teachers themselves (p. 1). Pre-service teacher education 
programs are designed to develop teachers’ knowledge bases, which positions 
teachers’ past experience of their own professional learning as playing its own part 
as far as their future professional activities and further professional development 
are concerned (Freeman, 2002; Shulman, 1994; van Driel, Verloop, & de Vos, 
1998). I have taken up this perspective to provide insights to participant EFL 
teachers’ lived experience in relation to the present lived time and their 
expectations for professional development as part of the reform under study.  
 
In the previous discussions, I have focused on exploring participant EFL teachers’ 
past experience of previous EFL curriculum reforms through their teaching and 
learning experience as constituting part of lived time. Participants have picked up 
on relevant problems that include issues that are encapsulated in concepts such as ‘a 
word class’ and ‘passive listeners’ as describing traditional teaching and learning 
methods that emphasize teachers’ roles as central in classroom activities, issues 
which ignore students’ roles as shaping their own learning and individual 
development, and spoon-fed mode. They have described these as deficiencies in 
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promoting the development of EFL teaching and learning. In relation to divergence 
and the directing stick, I have highlighted these teachers’ descriptions of their 
experience of examinations taken in schools, arguing that examination-oriented 
education has played an influential role in guiding teaching and learning as far as 
EFL is concerned (Hu, 2003; Rao, 2006).  
 
These teachers’ descriptions of their past experience indicate that they have been 
aware of the problems of the previous reform. I have considered that such past 
experience of problems suggest other issues in relation to teacher self-awareness as 
playing a significant role in curriculum reform. Ferrari and Sternberg (1998) argue 
that self-awareness is a crucial part of consciousness, and according to Moustakas 
(1994), consciousness is intentionality associated with phenomenological research. 
To take this a step further, self-awareness is part of intentionality that allows for 
exploration of participant EFL teachers’ lived experience. This is particularly the 
case in relation to changes in participants’ present experience, discussed in the 
following section. This is another significant point that has emerged from my 
research in relation to the theme of lived time. In the following section, I have 
discussed participant EFL teachers’ present experience. 
 
Present experience 
In the previous section I have discussed participant EFL teachers’ descriptions of 
their past experience as part of lived time in relation to their lived experience. I have 
also previously investigated these teachers’ descriptions of their present experience 
by analysing their responses to the questionnaire. In the following section, I have 
examined their descriptions of present experience through their responses to 
interview questions. I have taken participant EFL teachers’ descriptions as a 
reference point from which I have examined the meaning of their lived experience 
in ways suggested by Brough (2001). Brough represents the present as a certain 
privileged point from which to proceed, arguing that teachers have experienced a 
process of experience that has brought them to an arrival at a lived present time in 
relation to lived experience. A number of factors have brought them to that lived 
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In my overview of EFL teacher experience developed out of their responses to the 
questionnaire, I have identified their own past experience as students as one of the 
factors that has brought them to their lived present. I have further identified 
concepts that have driven classroom EFL teaching and learning practices within 
that past experience, such as teacher-centred learning and students being 
constructed as passive listeners. I have teased these themes out further as part of my 
examination of participant EFL teachers’ responses to interview questions. In the 
following sections, I have discussed a number of issues in relation to participant 
EFL teachers’ descriptions of their present experience as these pertain to role shifts; 
changes in teaching; modern, appropriate and relevant teaching content and 
adjustments to the ‘directing stick’ with a new assessment system established as 
part of the reform. I have also approached issues of teachers’ professional 
development. Exploring participant EFL teachers’ descriptions of their present 
experience has guided me to examine ways in which they have achieved changes 
regarding philosophies and behaviours in relation to their professional practice in 
implementing the reform. I have also explored their descriptions of present 
experience as suggesting a certain measure of success of the new EFL curriculum 
intent and its features, and I have detailed these below.  
 
Role shifts   
Working with the new curriculum has meant that teachers have been required to 
focus on a different kind of knowledge of their students, a knowledge that is aimed 
at improving their relationships with those students, and a shift from a dominating 
role in class to one of a friendly guide (Ministry of Education, 2001e). Participant 
EFL teachers are required to put such education ideas into effect in their teaching 
practice, as stipulated by the Ministry of Education (2001b). This has been evident 
not only in participant EFL teachers’ responses to the questionnaire and interview 
questions, but also in my examination of the documents that pertain to the new EFL 
curriculum in relation to its intent and features. Data have further confirmed that 
participant EFL teachers’ descriptions of their present experience involves having 
accepted students as ‘an active participant’ (Hua) and ‘centre of teaching and 
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learning’ (Jun). Fang, too, expresses her awareness of this feature of change in her 
teaching practice, as she says: 
 
We didn’t pay attention to this relationship in the past and we only focused on teaching and talking. 
Our students were passive listeners and there was no need to concern ourselves about their emotions 
and other aspects of their lives. Teachers didn’t communicate with their students very often. However, 
the current students all have their strong personalities. The students like this new way of 
communication and also enjoy studying. 
 
Qiang says: 
 
Currently, teachers often communicate with their students in class and also exchange roles in 
question-and-answer exercises. The aim is to do more language practice which appeals to the students, 
inspiring them to participate actively. 
 
Wei also describes the change as far as his EFL teaching is concerned, ‘Students 
feel more initiative and are more active in learning English while teachers only play 
the role of a director’.  
 
These several EFL teachers are aware of changes they have had to make in relation 
to the shifts in the roles of teachers and students in their teaching and learning 
practice. As Huang (2004) argues, this reform stresses that teachers are expected to 
be organizers for and advisors of students, while students are to be able to manage 
their own learning. Wang (2007) also states that EFL teachers, in implementing the 
new EFL curriculum reform, are required to shift from a position of ‘a knowledge 
transmitter to a multi-role educator’ (p. 101), highlighting a departure from 
traditional dominant roles to take up a supporting one. Such discussions indicate a 
new feature of the new curriculum, which I have discussed at the beginning of this 
chapter.  
 
I have identified teachers’ awareness of their role shift as an indication of a move 
towards significant educational change as part of the EFL curriculum reform. As 
Tabulawa (1998) argues, teachers’ philosophies, including their views and beliefs, 
serve as premises to guide and understand their own classroom behaviours. Fullan 
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(2007) argues that a significant education change includes a change in teachers in 
relation to ‘beliefs, teaching style, and materials, which can come about only 
through a process of personal development in a social context’ (p. 139). Teachers’ 
awareness of role shift, then, is part of this significant educational change as far as 
their own professional stance is concerned. It is one of the goals which the current 
EFL curriculum is expected to achieve in EFL teaching and learning (Wang, 2007).  
  
Not every EFL teacher holds the same view on this issue. Jun, in Site A, expresses 
her awareness of what is happening in regard to the role shift:  
 
Although the reform attempts to realize this goal, things still have not changed so much. As a matter 
of fact, the reform has been implemented to cope with exam-oriented education. In this sense, 
principles of teaching and learning may be seen to be contradictory to each other in relation to the 
relationship between teachers and students in the context of exam-oriented education. 
 
This teacher expresses her awareness of role shift in the reform under study as part 
of her experience. She has pointed to problems in the current assessment system 
which has influenced teachers’ role shifts in their teaching that are not 
acknowledged in the literature or in curriculum documents. She further suggests 
that teachers cannot easily realise role shifts if they are still directed by 
examination-oriented education. Her perspective is consistent with what I have 
explored in teachers’ descriptions of their past experience, where they have focused 
on examinations as ‘a directing stick’ which has guided their EFL teaching and 
learning. For Jun, the ‘directing stick’ has dominated the role that she plays in 
classroom teaching, suggesting that a reconsideration of the assessment system of 
the new EFL curriculum reform is a key issue to be considered. The literature 
exhorts and promotes the sorts of changes away from those dimensions suggested 
by a ‘directing stick’, but the reality of the teachers’ experience in the classroom is 
such that they cannot implement the changes in teacher and student roles that are 
stated in the curriculum and policy documents as desirable. This is a tension, a 
feature of teacher lived experience that is yet to be resolved.  
 
Participant EFL teachers’ stated desired and desirable role shifts indicate a 
significant change in relation to their past experience at the same time as it suggests 
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a certain measure of success in implementing the new EFL curriculum reform. 
Teachers perceive that they are gradually realising this shift in their EFL teaching 
and learning but some participant teachers’ experience is affected by the influential 
factor of assessment as it is currently practised. The teachers suggest that while 
assessment maintains its examination orientation, it will be hard for them to achieve 
the sorts of comprehensive role shifts emerging as part of EFL teaching and 
learning in the Chinese context. I have identified this point as a significant issue that 
may be expected to play a significant role in relation to improving EFL curriculum 
reform in future. 
 
Changes in teaching   
Questionnaire data have shown that almost all participant EFL teachers’ experience 
include conscious implementation of relevant changes in their teaching practice as 
they have related to the reform under study. My interview data have further 
confirmed this. Qiang says: 
 
I have always adjusted my teaching methods in my teaching practice and I found I had already 
changed myself, to a certain extent. I might not follow the traditional ones to repeat or translate 
sentences mechanically. I attempt to help my students actively to be involved in my teaching and also 
encourage them to synthesize their new and old knowledge. Further to this, I try to help them to apply 
their knowledge to their practice.  
 
Qiang’s perception and understanding of new sorts of teaching has required turning 
from traditional methods to those related to the new EFL curriculum. Fang’s 
description of her experience also indicates her awareness of the changes in relation 
to her EFL teaching when implementing the reform. She says:  
 
In relation to teaching, we only did in grammar in the past, in usage, sentences and examples. 
However, I found that we still needed to extend good students’ knowledge as it was not good enough 
for them to have learnt these in class. We have to be concerned with those poor students who only 
have basic knowledge. All teaching of these students should be based on a special teaching strategy, 
one that is based on different levels of students. Every week, students are grouped and then separated 
[as part of teaching and learning strategies where] students can be tutors so that they can help each 
other. This kind of strategy is easier to adopt as students are quite different from their teachers and 
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they have different perceptions regarding the same topic or question. Further, there is no gap between 
the ages of these students and they can communicate with and understand each other. 
 
What this approach has given her is an experience of changes in teaching which 
highlight diverse students’ needs that require her to explore new strategies of 
teaching. Qiang has been aware of the significance of changes in teaching practice 
which would influence student development and has realized pedagogical changes 
in implementing the reform. These two teachers’ descriptions of their experience 
indicate participant EFL teachers’ responses to the new emphasis on student 
individual development in the new EFL curriculum, another new feature of EFL 
curriculum which I have discussed in Chapter 6.  
 
I have looked to the adoption of task-based learning as a key feature that presents in 
the current EFL curriculum reform, discussed in Chapter 6. I have also shown 
participant EFL teachers’ descriptions of their experience through analysing the 
questionnaire data discussed in Chapter 7. Interview data further show this. Yu, an 
EFL teacher speaking about her present experience in relation to changes in 
teaching, says, ‘The adoption of the English Curriculum Standards has encouraged 
us to adopt task-based teaching’. Chu, referring to the new teaching methods 
adopted, says:  
 
The new teaching method has the potential to help students to relax or feel interested in [learning 
English language]. For example, I have in the past encouraged students to take up a role play as a 
lecturer in class and I got a good feedback about it.  
 
Fang says:  
 
This new teaching method seems quite new to EFL teachers… we completely discard our traditional 
teaching methods and try to incorporate ones with a focus on student development.  
 
These three EFL teachers have respectively shown their own awareness of 
task-based learning and reflections on using this approach in their EFL teaching in 
implementing the reform. Their statements on their experience of this teaching 
method indicate positive attitudes to the changes in teaching that are part of this 
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reform. Hua, Xia and Qin’s experience indicates that each of them has been 
engaged in an attempt to change their educational conceptualisations and their role 
as teachers by exploring a number of different ways to engage challenges that 
present as part of the reform under study. Hua, says, ‘We have been guided by the 
current EFL curriculum reform to carry out our teaching practice, and this includes 
an emphasis on students as the main focus of our teaching, that is, student-centred 
teaching’. Xia states, ‘As a teacher, I always use pair work or group work to help 
my students to communicate or to speak in English’. Qin discusses her teaching 
approaches in some detail, as she states: 
 
When we do practice in dialogues in class, we ask our students to do their preparation first. And then 
they listen to the relevant tape. After that, they try to answer the questions, which are tests of their 
listening skills.... It is the same as our teaching on texts. After having a good preparation about a text, 
the students will communicate with their teachers and then have their questions dealt with.  
 
These participant EFL teachers’ descriptions of their practice show ways in which 
they have changed their teaching to cater for challenges presented by the reform 
under study. Their experience further reflects successful aspects of the new EFL 
curriculum intent and its features that present a focus on task-based learning. I have 
considered these teachers’ awareness of teaching methods and their actual 
engagement of changes in teaching, particularly adopting task-based learning as a 
response to the reform under study, as indications of changes in teaching. These 
teachers’ descriptions of their experience further indicate that task-based learning 
has had a measure of success in their schools, which is consistent with the claims of 
Carless (2007), that adopting task-based approaches need to be based on 
consideration of issues of culture, setting and teachers’ existing beliefs, values and 
practices as these relate to and interact with task-based teaching methods. I have 
taken up such considerations in Chapter 3 with a focus on teaching methods, where 
I have scrutinized the prioritization of the adoption of task-based learning in EFL 
teaching in the Chinese context. 
 
Achieving changes in teaching is one of the demands which the reform places on 
EFL teachers in their teaching, but making such demands by means of policy and 
curriculum statements does not necessarily lead to those changes being 
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implemented. There are teachers who still hold to their own traditional 
conceptualisations of teaching and learning. As Wei says: 
 
 We still focus on explaining knowledge and grammatical points with traditional teaching methods 
because it is quite easy for these teachers to keep using the conventional teaching methods such as ‘a 
word class’. 
 
Lian says, ‘In relation to my own teaching practice, sometimes, I feel it quite easy to 
use traditional teaching methods in order to avoid trouble or to save time’. The 
experience of Wei and Lian shows that although both of them have been involved in 
implementing the new EFL curriculum reform for some time, they still find it easier 
to use the traditional teaching methods which they have used for years in their 
teaching practice. This indicates that traditional ideas and approaches are not easily 
got rid of, for they have been persistently and insistently employed in teachers’ 
practice to the extent that they have become ingrained. Both of these participant 
EFL teachers’ have felt a sense of convenience and safety in their resorting to 
traditional methods. In contrast, Xu has tended to adopt some changes in her 
teaching, but has felt a sense of disappointment and frustration after a number of 
attempts:  
 
As an English teacher, I usually try my best to teach students in English. But at times I have lost my 
confidence in using English, and in using the new teaching methods, as when I saw the students’ 
results of examinations. This changed my mind.  
 
Xu considers that it is important to teach students in English, to adjust her teaching 
in implementing the reform. However, she has felt an irresistible force which has 
held back her implementation of changes in teaching, suggesting that she turned 
back to traditional teaching methods when faced with the results of examinations. 
She cannot get rid of the influences of examination-oriented education; her 
experience reflects the problems in the present assessment system in her area, 
which I have discussed further in the following sections. As Cheng (1998) says, 
examinations play an important role in curriculum, teaching and learning as well as 
individual life, as with Xu’s experience. Xu sees examinations as a pivotal factor 
that influences her, part of her lived experience in implementing the reform. This is 
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another tension between traditional and new teaching methods required in the 
reform, one that reflects the examination-oriented education as still influencing 
these teachers’ lived experience of implementing the reform, evidenced by Xu’s 
experience. In Chapter 6, I have explored ways in which EFL teachers are 
encouraged to adopt new teaching methods to engage the new challenges of 
developing students’ comprehensive language competence. The reality of teachers’ 
experience of the restraints of traditional ideas associated with the results of 
examinations means that teachers are not effectively positioned to cope with the 
language acquisition and competence features of new curriculum and policy 
documents, and this needs to be resolved. This is particularly so in Site A. In this 
regard, it is understandable, as van Driel et al. (2001) argue, that it is difficult for 
teachers to change their deep-rooted teaching ideas as they are disinclined to take 
risks as far as changes in their teaching practice, which has long been proved 
workable and satisfactory, are concerned.  
 
I have highlighted participant EFL teachers’ descriptions of their present 
experience of changes in teaching as such issues are part of the lived time which 
forms part of their lived experience. Some of these teachers have described their 
enthusiasm for making changes in classroom teaching. In their descriptions of their 
present experience, they have expressed a sense of enthusiasm for the reform under 
study, which is different from their descriptions of their past experience of EFL 
curriculum reform. Some participants have felt that task-based teaching conflicts 
with traditional methods of EFL teaching and learning with their focus on 
examination-oriented education, and it is a conflict that has not been resolved as far 
as they are concerned. As Carless (2007) argues, task-based learning in CHC 
contexts may yet prove to be an unresolvable source of contention with traditional 
education models. I have taken up the issue of changes in teaching in examining 
participant EFL teachers’ descriptions of their present experience as it is one of 
three important components for effecting a significant education change. As Fullan 
(2001) argues, at least three dimensions need to be considered when implementing 
an education change: materials, teaching strategies, and beliefs. I have focused on 
these the following section.  
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Modern, relevant and realistic   
As part of my examination of the new EFL curriculum, I have explored the new 
series of textbooks which are based on content that are realistic, modern, rich and 
varied, closely related to students’ life. This is consistent with Zeegers and Zhang’s 
(2005) argument in relation to Chinese EFL textbooks, where they conclude that 
there is ‘a number of features that any ESL teacher in the world would use to 
promote active language engagement’ (p. 256), indicating positive responses to the 
new Chinese EFL textbooks. Two of the biggest publishing houses in China have 
taken up the task of producing the textbooks and supplementary curriculum 
materials that are to be used in secondary schools in the implementation of the EFL 
curriculum reform. One series of textbooks is produced by Foreign Language 
Teaching Research Press, and this is the series of textbooks used in Site B. The 
other series is produced by People’s Education Press, and used in Site A. Both 
series are aimed at students at the same levels in both sites. My research focuses on 
participant EFL teachers’ general perspectives on the textbooks that they use in 
their sites; I have not made a particular study of either of them, but have focused on 
teacher opinion of them. 
 
In analysing questionnaire data, I have also found that the majority of the 
participant EFL teachers have a similar view of the new textbooks, and my 
interview data have further borne this out. Qin, for instance, says: 
 
These contents are helpful for teachers and students in relation to knowing more about whole social 
contexts and the whole world. This has the potential to expand the children's vision of an 
English-speaking world.  
 
She also says, ‘More and more new words and phrases relating to the 21st century 
have been added for study within the new curriculum’; that, ‘The new textbook has 
involved various aspects of knowledge including the economy, geography, and 
politics, and so on in the world’. Ju, another EFL teacher, says: 
 
In terms of content, it is more related to real life. Every module has its own topic in relation to 
children’s lives. This helps to stimulate students’ interests and then apply it to practice, rather than 
only to address grammar, as in the old textbook. This is a salient change. 
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Qin and Ju’s present experience has meant that they have felt the changes of the 
new textbooks as being modern and relevant to their teaching and learning contexts 
as they are specifically designed to be related to students’ lives. They see that the 
textbooks that have been produced as part of the EFL curriculum reform are also 
linked to wider social, economic and political development as a Chinese education 
response to globalization. These are positive perceptions of the new teaching 
content as they focus on textbooks. Participant EFL teachers have also emphasized 
the improvements to be seen in the new textbooks regarding their designs, which 
include a reduction of what they considered as being excessive foci on grammar 
points in the textbooks of previous EFL programs. Qiang states:  
 
I think the content in relation to grammatical practice has been reduced in the new textbook and there 
are only a few relevant exercises with quite slow rhythms, for example. The textbook contents are 
easy to comprehend.  
 
This is commonly experienced by participant EFL teachers, particularly by those 
teachers from Site B. They consider that there have been changes for the better in 
the new textbooks as far as their contents are concerned. These teachers have 
expressed positive attitudes to the new textbook designs and contents. Participant 
EFL teachers’ descriptions of their experience further suggest that students have 
readily accepted these as part of the total experience provided by the new EFL 
curriculum. They consider that this would help students to achieve the sort of 
comprehensive language competence which is the stated goal of the reform.  
 
I have considered participant EFL teachers’ perspectives of their present experience 
on the new series of EFL textbooks as a certain measure of success in implementing 
the reform under study. I have also identified the extension of curriculum concerns 
to EFL teaching and learning for citizenship as a response to wider globalization 
issues, which I have discussed as part of the new EFL curriculum intent and its 
features. As Guan and Meng (2007) point out, the new curriculum has highlighted 
basic knowledge and skills, getting rid of difficult, outdated and irrelevant content, 
and developing new content that links to students’ everyday lives within a modern 
society and the technological advances that are part of that. They also comment that 
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such content is designed to assist students in obtaining knowledge of social, 
political and economic development on the world stage, which acts as a guide for 
their individual future development as EFL learners. Teachers’ descriptions of their 
experience are similar to those given by Dello-Locovo (2009) in his study of 
curriculum reform in China: the new curriculum emphasizes ‘the links between the 
curriculum and society, science, technology and students’ personal experience’ (p. 
244).  
 
I have also considered the changes that I have outlined in relation to the new 
textbooks as constituting a response by EFL teaching and learning to issues of 
citizenship proposed in the new EFL curriculum, suggesting it as a progressive 
feature that was absent in previous such reforms. New textbook content with 
modern features can also help students to acquire relevant knowledge and 
capacities to meet the challenges of globalization, for as Zeegers and Zhang (2005) 
say, language activities presented in the EFL textbooks that they have studied focus 
on language acquisition and language application born of the work of Vygotsky 
(1978), Chomsky (1957;1965) and other leading scholars in this field. This is 
consistent with my consideration of curriculum presented in Chapter 3 in relation to 
Transformational Grammar and sociocultural perspectives. McEneaney and Meyer 
(2000) argue that the content of language curriculum, especially when seen in the 
context of globalization, needs an emphasis on developing students’ capacity for 
expression and understanding, as that of the EFL curriculum reform under study. 
 
Again, not all teachers participating in this research agree on this point. Xu, an EFL 
teacher from Site A, says, ‘The textbook contents I think cannot be linked to 
students’ actual English levels in my school’.  
 
Jun, another EFL teacher from Site A, says:  
 
The content embodied in the new textbook is not related to the children’s or the students’ actual life in 
rural, remote or poor areas. The children only use their imagination to comprehend the content and it 
might be the real life relating to cities. 
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Jiang, also an EFL teacher from Site A, has the same opinion: 
 
For example, the textbook content talks about popcorn and the children living in rural areas know 
nothing about it. My husband has grown up in a rural region and he has never seen such kind of 
machines [that would make popcorn]. Thus, it is hard for the children in rural regions to learn the 
current curriculum; they have to remember the content by rote learning.....As a consequence, I think 
the new textbook is designed for students or children in big cities, not for those in rural or poor 
regions. I would ask how many children have ever seen a microwave oven, for the children in these 
regions have no knowledge at all about this thing either.  
 
She goes on to say: 
 
Even some teachers have never seen a microwave oven. If students are from wealthy families, 
perhaps they would know something about this. If not, they might not know how to cook a banana 
milk cake and what should be added. 
 
These three teachers’ descriptions of their experience from Site A show their 
negative perspectives on the new textbooks used in their areas, even as they have 
acknowledged the improvement of the new EFL textbook content as it involves 
words and expressions such as ‘a microwave oven’, representing a feature of a 
modern appliance. They consider such textbook content, which is the same as that 
used in cities, as not being relevant to teachers and students in less developed 
regions, the remote mountainous or rural regions in particular. They consider that 
they need to have textbooks designed for those teachers and students in less 
developed areas of the country, the remote ones in particular, rather than using the 
same versions as those used in cities. Participant EFL teachers’ descriptions of their 
experience in Site A have raised a problem that has emerged in relation to the 
choice of textbook in Site A. According to Marton (2006, cited in Dello-Locovo, 
2009), China’s State Education Commission has suggested that the national unified 
curriculum materials have since the late 1980s been required to cater for local 
conditions and contexts. To this end, that Commission has further called for local 
publishers and education departments to develop their own curriculum materials for 
use in schools in their regions. The Outline also clearly states its encouragement of 
various publishers producing a diverse range of textbooks on the basis of 
curriculum standards, rather than having all schools relying on only one series of 
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textbooks (Ministry of Education, 2001c). Participant EFL teachers’ descriptions of 
their experience in Site A suggest that they have not been provided textbooks 
designed for use in their regions, that is, that the relevant requirements have not 
been acted upon. Schools in Site A, then, have not been able to engage the 
requirements stipulated in the Outline in relation to this feature of the reform, at 
least.  
 
Participant EFL teachers’ descriptions of their present experience of using 
textbooks are a salient aspect of their teaching, and of students’ learning, 
specifically as part of their implementing the EFL curriculum reform. In the 
experience of participant EFL teachers from Site B, the new series of textbooks are 
modern and relevant, a feature of EFL teacher experience which helps teachers and 
students to work towards the acquisition of required knowledge and to promote 
EFL development as part of a national concern to engage challenges of 
globalization. It is the experience of participant EFL teachers from Site A that the 
textbooks are modern but not relevant, an identified problem in relation to students’ 
learning and understanding as the contents are not related to their lives and the 
realities of their existence. This may at the same time act as a barrier for teacher 
implementation of the reform under study in such areas as Site A. 
 
Continuity   
In discussing the new EFL curriculum intent and its features, I have considered the 
feature of continuity in relation to English language learning starting from Grade 3 
in primary schools and progressing into senior levels in secondary schools. Since 
my data were collected from participant EFL teachers who are from secondary 
schools in North East China, I have approached this issue through these teachers’ 
perspectives as they have engaged with graduates from primary schools in their 
junior schools, rather than through direct approaches to teachers and students in 
primary schools.  
 
Several participant EFL teachers from Site B express their awareness of what is 
happening to EFL teaching and learning in primary schools through their 
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interaction with students who have various backgrounds of EFL learning. They 
have seen the value of primary schools teaching English. As Ying says:  
 
In primary schools in previous curriculum reforms, there were no opportunities for students to learn 
English, and they learned English when they came to junior schools. They began to learn 26 letters 
first and then some sentences, such as, ‘How are you?’, or ‘How do you do?’ But now, students start 
learning in primary schools. It is quite different.  
 
Qing, another EFL teacher, says, ‘The children now start to learn English when they 
are in kindergarten or in their primary schools, and some learn it even before the 
kindergarten’. The experience of both Qing and Ying shows EFL teaching and 
learning has happened in their areas before the children come to their classrooms, 
so that their students have a certain background of EFL teaching and learning that 
may be built upon when they come to junior schools, rather than learning from the 
beginning upon their arrival. This has given them a sense of support for their 
professional activities, one result of the priority of English as identified by Chinese 
education authorities, and not only in big cities. Hu (2007) states that teaching 
English in primary schools is part of an attempt to satisfy the increasing demand for 
English anticipated in future developments in the opening up of China to the rest of 
the world. It is also regarded as a strategy for upgrading citizens’ competence in 
English, improving the linguistic capacities of Chinese citizens by expanding 
English teaching in Grade 3 in primary schools (Hu, 2007). Hu (2007) further 
considers it as part of China’s continuing development in the context of accelerated 
globalization. 
  
Participant EFL teachers’ descriptions of their experience from Site A present 
different views in relation to this issue. Jiang says, ‘The new textbook is good for 
the students in cities as they have a good knowledge of English. They began to learn 
English when they were very young’. Xu, another EFL teacher, states, 
‘English—this subject has not been emphasized in primary schools in our regions 
and as a result, the majority of children’s English knowledge is quite poor’. She 
further says: 
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For example, some of the students in Grade One in my school cannot recite the 26 letters of the 
alphabet or write them down. This phenomenon can be seen in almost all the rural regions. Thus, I 
think it is very hard for us, as EFL teachers, to teach such students in junior schools.  
 
For both Xu and Jiang, a problem has emerged in relation to policies for 
implementing EFL teaching and learning starting from Grade 3 in the rural areas, 
the remote and mountainous ones in particular. Their experience indicates the 
policies do not apply to their context as it has not been possible to implement them 
in primary schools in their regions. They have felt a sense of disappointment and 
frustration when they have been in a position of classroom interaction with students 
who have little knowledge of English. For them, it has not been enough to be able to 
draw on the new series of textbooks that have been designed with the idea of 
continuity from primary school EFL teaching and learning in mind. This has set up 
particular barriers for them as they struggle to find and choose the new series of 
textbooks with content that is relevant for their students. The demands on them as 
teachers required to implement the new EFL curriculum are undermined as policy 
is only partially implemented in their regions. This is consistent with Hu’s (2005b) 
argument in relation to what he represents as necessary conditions for effective EFL 
teaching and learning in primary education:  
 
[S]uitable learning materials, appropriately trained teachers, a perceived need for English as a 
medium of instruction, a threshold level of learner proficiency in the medium language, a supportive 
language environment in the larger social context (p. 19).  
 
He further says that these conditions largely do not exist in the majority of Chinese 
regions, particularly the rural or less developed ones. Liu (2009) bears out this point, 
‘[Q]ualified teachers, suitable textbooks and teaching equipment are prerequisites’ 
required in carrying out EFL teaching and learning starting from primary schools in 
the Chinese context’ (p. 37). Such discussions suggest that EFL teaching and 
learning starting from Grade 3 in primary schools need to be carried out in specified 
and appropriate contexts, not just any context in China. ECS has already stated that 
English needs to be offered to students in Grade 3 in primary schools nation-wide, 
starting with cities and suburban areas in 2001 and extending to rural ones in 2002 
(Ministry of Education, 2001a). Differences between rural areas and cities are in 
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such ways identified, but appropriate strategies and programs to support such 
identification have not materialised to have the policy implemented successfully in 
remote and less developed areas. Site A is one such case; EFL teaching and learning 
is not appropriately supported in this area. Participant EFL teachers’ descriptions of 
their experience in Site A shows their lived experience being affected by primary 
school graduates with a lack of EFL backgrounds being required to use the new 
series of textbooks designed for different contexts and conditions of teaching and 
learning. According to the Ministry of Education (2001a), teaching English starting 
from Grade 3 in primary schools needs to take into account the differences between 
rural and urban areas, and programs are expected to be implemented hierarchically, 
which I have discussed previously. Such issues have been overlooked by the local 
education department in Site A, and this is part of the lived experience of teachers 
here.  
 
Adjusting the directing sticks   
I have discussed issues of participant EFL teachers’ past experience in relation to a 
directing stick as referring to various examinations undertaken by Chinese 
secondary school students. I have also discussed teachers’ identification of these 
examinations as a directing stick that drives teachers and students toward specific 
study of various examinations’ contents in their classroom programs. Questionnaire 
responses have not raised this as a matter of concern, but it has emerged as one from 
interview data. Teacher descriptions of their present experience of the changes in 
the content of examinations suggest a number of features in relation to success in 
implementing the reform. There are still examinations, part of a long and successful 
tradition in Chinese education, but these examinations have refocused teacher and 
learner efforts in relation to language acquisition and not just language learning.  I 
have considered such changes as a response to the new EFL curriculum intent and 
its features, referring to the issue of adjusting the directing stick. Qing, who comes 
from Site B, says:  
 
At present, examination content in the whole region has been greatly changed. For example, in terms 
of Multiple Choices, previously 18 or more among 20 questions were concerned with grammar, while 
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now merely 2 or 3 among 20 do. The rest focuses on language function and language consistency in 
communication and word usage, which is related to choosing an appropriate word in the context.  
 
He also states: 
 
In relation to CLOZE now, it emphasizes ‘Right or wrong’ which ought to show understanding of 
contexts. If you haven’t read this passage or don’t know about the contexts, perhaps you don’t know 
which one to choose from the four. And this test might check students’ comprehensive language 
competence in using the language.... You can still see many changes in the examinations for high 
school entrance examination and for national college entrance examination. The examination content 
is in line with the curriculum standards as part of the examination system. 
 
Qing has seen changes in the content of the major examinations in his area since the 
implementation of the reform. He considers that these changes aim to examine 
students’ language competence, as with the use of CLOZE exercises, and are 
designed to test students’ comprehensive reading competence in English, rather 
than placing an emphasis on grammar points. Such changes would guide him to 
focus on these aspects in his classroom teaching. Since examinations are a large 
part of the assessment system (Race, Brown, & Smith, 2005), Qing pinpoints a 
major feature of this new EFL curriculum. As Dello-Lacovo (2009) puts it: 
 
There has been widespread discussion of reforming the examination content in line with the new 
curriculum goals and there have been some changes to the examination system with some regions 
now setting their own exams (p. 247).  
 
Qing gives a further description:  
 
Another tremendous change is the shift in assessment in the textbook. The previous one focused on 
Summative Assessment which means that it was concerned with the results. The curriculum now 
attempts to address Formative Assessment with a focus on learning processes embedded in each 
module. 
 
Qin has given his insights to issues of assessments based on his experience of 
different versions of textbooks produced in two different times. His experience 
reflects a new feature of the new EFL curriculum with its focus on a new 
 244 
assessment system in its adoption of both summative and formative assessment, 
where summative dominated the previous system. Qin’s experience is further 
witness to the changes as they present in the reform under study.  
 
Wei, who is from Site A, has given an account of his experience in relation to issues 
of assessment in implementing the reform as being different from that of teachers in 
Site B. As he puts it, ‘The exam content between the past and the present has not 
been changed a lot, and the old content or fashions are still shown in the current test 
papers’. Wei’s statements represent a general perspective of participant EFL 
teachers in Site A. Wei considers that that examinations in his area are still in line 
with traditional content, and not a reform of it. This has influenced him to stress 
knowledge of these examinations’ content in his teaching since implementing the 
reform. Public examinations are a key factor in the Chinese context, identified as 
one of the major barriers to curriculum reform implementation (Dello-Lacovo, 
2009). This is the case in particular with examinations for high school entrance 
examinations and national college entrance examinations.  
 
The two participants’ descriptions of their experience in Site A and Site B present 
two different local responses to issues of assessment with regard to this reform. 
Qing’s description of his experience in Site B shows a sense of forces which have 
driven him to implement the reform actively, based on the new assessment system 
as part of the new EFL curriculum. He says that this has helped him to turn to the 
goals of the new EFL curriculum in his teaching. In contrast, Wei, from Site A, has 
a sense of conflict between the new EFL curriculum intent in relation to reforming 
the assessment system and its presentation in examinations. He has felt such 
assessment as a barrier for him in teaching towards the goals of this reform. This is 
also a tension, representing a feature of EFL teachers’ lived experience which is yet 
to be dealt with. Teacher experience has offered different insights to the reform, 
part of the lived experience of curriculum implementation. 
 
Emphasizing teachers’ professional development   
I have discussed the new EFL curriculum intent and its features in Chapter 6, 
suggesting that it has stressed teachers’ professional development. According to 
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Fullan (2007), such features will never work by themselves as they need to 
‘generate more and more people with the skills, knowledge, and dispositions’ to 
implement education change (p. 264). I have argued that professional development 
programs need teachers to take them up in order to put reforms into practice, and 
that these teachers are expected to have certain capacities. The key players in any 
education change are teachers. This gives rise to issues of teachers’ professional 
preparation before they take up their classroom roles as well as ongoing teacher 
professional development as they work in their classrooms. It is an issue that has 
attracted increasing attention in the current curriculum reform in China, suggesting 
that teachers are expected to update knowledge constantly in order to cope with 
challenges of the new curriculum, EFL teachers in particular (Huang, 2004; 
Ministry of Education, 2001a; Zhang, 2008). Even though teachers’ responses 
make it clear that they are enthusiastic for reform, or have confidence in 
implementing that reform, they also indicate that they still require relevant and 
appropriate training or, at the very least, guidelines to help them, of the kind 
suggested by Pintó (2004). I have explored issues of participant EFL teachers’ 
professional development in relation to their pre-service teacher education 
programs in my discussions on their past experience above. As discussed in Chapter 
8, teacher professional development has emerged from my investigation as an issue 
to be resolved in the schools. 
 
In Site A, EFL teachers’ descriptions of their experience indicate that they have 
been given few opportunities and little time for professional preparation, 
particularly in relation to implementing the current EFL curriculum reform in their 
schools. If there is little opportunity, the training and preparation for the 
implementation of such a major curriculum reform is like the Chinese proverb: ‘In 
like a lion, out like a lamb’, suggesting that it has not been emphasized in this region. 
In Site B participant EFL teachers’ descriptions of their experience indicate that 
teachers’ professional development in relation to the EFL curriculum reform has 
been seriously addressed in their school. Fullan (2007) asks, ‘Why do even the best 
attempts fail?’ and he answers, ‘It is a big problem primarily related to the fact that 
most societies do not treat teacher education as a serious endeavour’ (p. 267). This 
indicates the important role of teacher education in determining a significant 
education change. I have treated the schools in both the sites in which the research 
 246 
has been conducted as a small society within a larger one, and these teachers’ 
descriptions of their experience in Site A indicate that their school sits at odds with 
those of the sort that have informed Fullan’s (2007) view. These EFL teachers’ 
descriptions of their present experience provide a contrasting picture of teachers’ 
professional development in relation to their in-service teacher education programs. 
Participant EFL teachers’ descriptions of their experience in Site B reflect a certain 
measure of improvement in relation their past experience with a focus on such 
issues. Teachers’ descriptions of their experience in Site A indicate that they have 
experienced a less than complete commitment in relation to teachers’ professional 
development in relation to in-service teacher education programs, and preparation 
for the reform under study. 
 
In the previous section, I have focused on participant EFL teachers’ present 
experience in relation to examining the theme of lived time. I have used participant 
EFL teachers’ present experience as a reference point to examine their experience 
of the past and of the future. It is in their present experience that they have 
experienced changes in their roles, teaching content and methods, assessment and 
professional development. Participant EFL teachers’ descriptions of their 
experience of these changes are part of an attempt to engage the challenges of new 
EFL curriculum as they present in a globalization context, reflecting the substance 
of the new EFL curriculum intent and its features. This has particularly been borne 
out in participant EFL teachers’ experience in Site B. Participant EFL teachers’ 
descriptions of their present experience in Site B forms the horizons of their 
temporal landscape in relation to their lived experience. I have not considered their 
present experience in isolation, suggesting it has been linked with their past and 
their future. I have discussed their past and present experience in the foregoing; I 
have approached their future in the following. 
 
An examination of EFL teachers’ descriptions of their present experience in Site A 
and Site B has raised issues of glocalization in considering globalization. It has 
indicated that the influences of globalization on the reform under study are not 
uniform. Participant EFL teachers’ present experience has been influenced by local 
and individual factors. Local factors include schools’ responses to teachers’ 
professional development, to issues of assessment, as well as to those of tailoring 
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national textbooks to cater for local contexts. Individual factors include participant 
EFL teachers’ individual teaching philosophies, attitudes and perspectives. Local 
and individual factors have influenced teachers’ lived experience in relation to their 
implementation of this reform, and I have argued that these form the substance of a 
successful education change or otherwise in relation to the reform under study, 
more specifically in relation to those in Site B.  
 
These teachers’ descriptions of their present experience also reflects that they have 
experienced tensions between the requirements of the current EFL curriculum 
reform and the influences of previous reforms and traditions rooted in these 
teachers’ minds, as well as in the traditions of China, particularly in Site A. They 
include tensions between teachers’ role shifts in teaching and learning and the 
reality of examination-oriented education that is embraced in China; tensions 
between traditional teaching methods and task-based learning; tensions between 
modern, relevant textbook content and its inconsistency with students’ real lives; 
tensions between formative and summative assessment as these are addressed in 
reality; and tensions between teachers’ professional development and the lack of 
relevant support. These EFL teachers have described their experience of significant 
changes in implementing this reform; they have also experiences of difficulties in 
implementing it. This is an aspect of the descriptions of their experience which I 
have explored in relation to their lived experience. In the following section, I have 
explored participant EFL teachers’ expectations in relation to their lived experience 
and the future.  
 
Expectations 
A further temporal dimension in relation to issues of lived time is that of the future, 
with a focus on participant EFL teachers’ descriptions of their expectations with 
regard to implementing the reform in coming years. I have taken up this issue as 
constituting part of the horizons of these teachers’ temporal landscape, giving rise 
to issues of being ‘oriented to an open and beckoning future’ (van Manen, 1990, p. 
104). Brough (2001) draws on Husserl (1966, cited in Brough, 2001) in referring to 
a future included in time consciousness, ‘an intention directed toward what is to 
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come’ (p. 35). Participant EFL teachers have not approached issues of the future in 
their responses to the questionnaire, but it is an issue that has emerged from the 
interviews. I have teased out a number of issues which focus on their expectations 
for relevant teaching content, for sufficient resources and more opportunities for 
training, and for a reformed assessment system, which I have discussed in detail 
below. 
 
Hoping for relevant textbooks  
Participant EFL teachers’ look to a new series of EFL textbooks that are modern 
and relevant, those teachers in Site B in particular. They expect them to be produced 
to suit diverse contexts. As Ju says:  
 
We wish textbook writers would come closer to us; that they would come to our classrooms, and help 
us to solve the problems in person. This might help textbook writers to produce more appropriate 
textbooks. 
 
Hong says: 
 
 I wish that textbook writers might come to our classrooms. It’s better for them to observe our 
teaching. It would be much better for textbook writers to stay with teachers for a period of time so that 
they could produce more appropriate textbooks.  
 
Hong and Ju come from Site A, and they suggest that textbook writers need to 
involve themselves in teacher classroom practice so that they may come to know 
about teachers’ lives and students’ reality. They feel that this would help textbook 
writers to produce more appropriate teaching content for teachers and students in 
less developed regions, and their areas in particular. Hong and Ju say that they 
expect to have more opportunities to participate in processes of curriculum reform, 
beyond that of practitioners. These teachers expect their role to be recognized and 
acknowledged further as part of the current reform, which they see as encouraging 
them to devote more time and energy to implementing it in their schools. This is a 
particular issue that participant EFL teachers from site A are concerned about in 
relation to future directions.  
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The majority of EFL teachers across both sites also expect a number and variety of 
textbooks to be produced to cater for the needs of different regions and the diversity 
that this implies, anticipating that they may have multiple choices with regard to 
textbooks that might be used. Ju, recounting her experience of textbooks, says: 
 
I hope that when a new curriculum, a new syllabus or a new textbook is produced, it will be concerned 
with its being adopted in different contexts. If so, these new textbooks might get better, and would be 
more appropriate when applied to these different circumstances.  
 
Wei says, ‘It is much better to produce various textbooks and relevant teaching 
materials for a diverse range of students in different regions’. Both Wei and Ju have 
developed a sense of expectation in relation to various textbook versions being 
produced, textbooks which will engage the diverse needs for both developed and 
less developed areas in North East China. This is seen as part of an empowerment 
process for those participant EFL teachers who have complained about the outdated 
teaching content in the previous curriculum reform. This sort of anticipation has 
inspired anticipation of new versions of textbooks that will help them with 
curriculum implementation. It is something which has posed challenges for 
improving the current EFL curriculum reform in the coming years. The Outline 
(Ministry of Education, 2001d), states that the new curriculum reform intends to 
serve as an encouragement for various publishers to produce various EFL textbooks 
in China, to engage various needs from diverse regions of the sort discussed in the 
foregoing. Participant EFL teachers’ expectations for teaching content have 
provided insights to possibilities for the improvement of teaching content in the 
coming years in relation to this reform. Their expectations have highlighted 
problems in relation to present teaching content as far as the textbooks used in the 
less developed regions are concerned. 
 
Seeking sufficient sources and opportunities for training  
In the following section I have examined participant EFL teachers’ expectations in 
relation to issues about resources and opportunities for training in relation to 
implementing the EFL curriculum reform in the coming years. Participant EFL 
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teachers from Site B consider that they have been provided with sufficient 
resources and training, but this does not mean that they have no expectations for the 
future. Their descriptions of their experience indicate that they still hope for more 
facilities and more opportunities for improving their EFL teaching and hence, 
student learning. As Qiang says, ‘EFL teachers should be provided with relevant 
facilities or professional training or supplementary materials in timely fashion’. 
Qiang focuses on being provided with relevant facilities and training in a timely 
fashion, something which he considers would be helpful. He has regarded these as 
important factors which have needed to be highlighted for the purpose of  
improvement of the EFL curriculum reform in the coming years. Ying, another EFL 
teacher from Site B, has a similar expectation: ‘Set up more platforms for teachers’ 
professional training, such as going out or inviting someone inside. This helps with 
expanding its relevant influences of the reform’. Ying’s expectations of 
professional development have made her more aware of the importance of training 
which she considers a main factor influencing her implementing the reform. Both 
Ying and Qiang look forward to even better facilities and better training than that 
which they have had as part of their present experience.  
 
In contrast, the experience of those from Site A indicates that they may entertain 
basic expectations as far as adequate resources, including teaching facilities and 
opportunities for learning, are concerned. As Hong says:  
 
 I think it is better to provide opportunities for us to go out to learn and then invite some experts or 
scholars to come in and help us with teaching. Such support would help teachers to see or observe 
more as well as to learn more even as they stay in schools. Besides, it is much better to provide 
teachers adequate teaching facilities so that teachers may provide a good teaching environment for 
their students via multimedia. 
 
Jun says: 
 
If possible, it is best to send us around and learn from others; otherwise we have no experience and 
don’t know how to engage. Mentoring by other expert teachers may allow us to create our own better 
teaching environments as we would have direction and know how to proceed.  
 
 251 
Hong and Jun have had few opportunities to go beyond their schools to learn and 
exchange ideas; they are isolated from other EFL teachers because of their location, 
and they anticipate that this will be the case for them in the future as well. They 
would like to look forward to going beyond their schools to extend their own vision 
regarding EFL teaching and learning, expecting in such ways to generate their own 
knowledge of the reform they are to implement. As van Manen (1990) argues, 
‘Through hopes and expectations we have a perspective on life to come or through 
desperation and lack of will to live we may have lost such perspective’ (p. 104). I 
have considered such expectations as expressions of an ideal which underpins and 
spurs teachers to continue to implement the reform under study in order to make the 
reform meaningful for them and their students.  
 
Looking forward to a thorough reform on assessment system  
  I have discussed issues of assessment in relation to the new EFL curriculum. I have 
also approached such issues in relation to participant EFL teachers’ past, present 
and possible future experience. Part of teacher concerns is their expectations for a 
thorough reform of the new assessment system, those teachers from Site A in 
particular. According to Xu, who is from Site A: 
 
Along with this curriculum reform, I think the examination system should also be reformed 
thoroughly. And there should be some changes in the examination system which will be in tune with 
the new teaching approaches. 
 
Wei also gives his insights to his expectations for a thorough reform in the coming 
years: 
 
The contents of examinations should reflect the requirements of textbooks. You know, you teach the 
new knowledge appearing in the new curriculum, but the system checks your old knowledge in 
examinations, suggesting they cannot match each other. As a result, teachers gradually return to using 
traditional teaching methods. Thus, the directing stick should be in line with the new curriculum. If 
we focus on Speaking, the paper tests should present relevant contents, and the same with Listening. 
Now listening tests have been stressed in the examinations in some regions, but not so in others. It 
requires a gradual change.  
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Both Xu and Wei’s descriptions of their experience show that they hope for a 
reform of the new assessment system, especially as this influences their classroom 
teaching, and affects their lived experience. In Wei’s view, that content needs to be 
linked to the new EFL curriculum, rather than being out of joint as is presently the 
case. He indicates that this would help him to focus on implementing the new 
reform as part of his professional practice. Qing, who is from Site B, is also 
attracted to this perspective: 
 
I think they should attempt to improve the assessment system further and make it align with the 
textbook content. This has the potential to stimulate teachers to implement the reform in line with 
ECS. 
 
Three participant EFL teachers’ have considered ways to improve the new 
assessment system, regarding content of examinations as affecting them as far as 
further improving teaching and learning is concerned. All participant EFL teachers 
indicate that their classroom practice is dictated by content. They express the hope 
of reform the assessment system. I have explored their expectations of more 
relevant textbook content, of adequate teaching facilities and more opportunities for 
training as well as of a thorough reform of assessment. I have regarded participant 
EFL teachers’ expectations as another feature of the past and the present of the lived 
time of lived experience. As Brough (2001) argues, ‘[A] final achievement of 
time-consciousness is the sense we have our own continuity’ (p. 36). I have drawn 
on their descriptions of their experience of expectations as implications for 
improving this reform.  
  
Conclusion  
In this chapter, I have focused on the theme of lived time that includes participant 
EFL teachers’ past and present experience and their expectations. As I have 
discussed above, these three concepts have constituted their temporal way in 
relation to their lived experience. My examination of participant EFL teachers’ 
descriptions of their past experience and their expectations for the future has 
highlighted their present experience as part of their lived experience. In examining 
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their descriptions of their past and present experience, I have discussed problems 
that have emerged from previous curriculum reform as well as changes that have 
presented in the current one. In analysing their expectations descriptions of their 
expectations, I have discussed their hopes for improvement. These have provided a 
number of insights to the development of EFL curriculum reform in the Chinese 
context. I have also teased out some distinguishing aspects of the intent and features 
of the new EFL curriculum for discussion in relation to these. In the following 
chapter I have approached conclusions and implications of my research.  
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Chapter 11 Conclusions and implications  
 
Introduction 
My research has focused on ways in which the current EFL curriculum reform in 
Chinese secondary schools is linked to globalization through an examination of 
EFL teachers’ lived experience of it. I have investigated ways in which these 
teachers have thought about and worked towards the reform in the context of 
globalization on the basis of data collected and analysed: interviews, a 
questionnaire and relevant documents. I have analysed that data drawing on 
conceptual tools provided by phenomenology and reconstructionism, and in this 
final chapter I have positioned my discussion of the research that I have conducted 
in relation to a framework of ten elements for successful education change 
suggested by Fullan (2007). Drawing on this list, I have laid out some prominent 
issues related to this reform as it has been implemented in China, with a discussion 
of research outcomes and issues still to be faced, which I have outlined below. 
 
Fullan’s elements of successful change  
Fullan’s (2007) list of ten elements for successful education change is useful in 
considering ways in which to achieve success in education. There are overlaps 
across the various items, but his teasing out of these elements serve to inform my 
discussion of them. His list starts with the advice that educators who wish to 
implement successful change in their education system, ‘define the closing gap as 
the overarching goal’ (p. 44). China’s education authorities have stated that a major 
aim of the new EFL curriculum reform has been to close the gap between current 
levels of student English language competence that had been considered adequate 
in previous times and the higher levels demanded of a citizenry capable of operating 
on a world stage, engaging commerce and financial enterprise as part of global 
multinational corporations’ activities, at the same time as they engage development 
of service industries demanded in such a context.  
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My research offers insights to new relationships between politics, economics, 
culture and education in a context of globalization as these relate to the current EFL 
curriculum reform, as represented in participant EFL teachers’ experience. My 
focus has included China’s entry to the WTO and successfully hosting the 2008 
Beijing Olympic Games as part of China’s public embracing of issues related to 
globalization. I have argued that such issues have informed participant EFL 
teachers’ activities as they have had to cope with change and achieve pedagogical 
shifts in relation to the reform under study. In such ways have 
reconstructionist-informed aims come to be realized as part of developing 
prosperity and wellbeing for all of China’s citizens, based in large part on its EFL 
success. This is singularly different from the 1950s Great Leap Forward when 
China’s economic and political doors were deliberately and firmly closed alongside 
the collapse of the political relationship with the Soviet Union, forcing China back 
onto it its own resources. The aims for that great economic-political movement 
were articulated and published in various forms of policy statements (Bachman, 
1991), but the means by which they were enacted were based on inward looking 
policies which precluded reaching out to the rest of the world, or letting the rest of 
the world in.  
 
In my research, I have considered differences between the reform under study and 
The Great Leap Forward in the 1950s in relation to relevant contexts, initiatives, 
changes and implementation strategies. As I have described in Chapter 2, China 
adopted a closed system in the early stages of its establishment as a modern 
nation-state, displaying features of economic instability and unrest. In the late 20th 
and early 21st centuries, it has adopted an open system with its rapid economic 
development and which has enabled it to establish a significant role in a globalizing 
world. The current EFL curriculum reform was initiated on the basis of 
well-prepared, carefully detailed and considered projects and strategies, which I 
have detailed in Chapter 6. Those of The Great Leap Forward in the late1950s were 
based on immature and underdeveloped policy making (Dietrich, 1986), and radical 
and unfeasible projects undertaken across the country (Bachman, 1991), described 
in Chapter 1. The current EFL curriculum reform that has been implemented in 
China has established a new set of goals for EFL teaching and learning as part of its 
 256 
reforming of teaching content and methods, reviewing assessment procedures, and 
highlighting teacher professional development. I have considered these changes as 
responses to challenges of globalization posed for education in China as these have 
emerged from participant EFL teachers’ descriptions of their experience, discussed 
in Chapters 7 to 10. The Great Leap Forward in the late 1950s was a propaganda 
movement, ignoring economic development laws, and bringing about economic 
collapse (Bachman, 1991; Bradley, 1990). 
 
The reform under study and The Great Leap Forward in the late 1950s occurred at 
different times, and the unique features of each indicate significant changes in 
China’s approach to the rest of the world and its position within it in accordance 
with the times in which both reform movements have occurred. The comparison 
indicates that China has progressed from one of its most extreme, radical and 
restless eras to one in which it pursues ideals of equity, harmony and steadiness, 
part of a shift from a position of ignoring individuals’ roles in society to an 
emphasis on them, shown in EFL teaching and learning in particular. I have 
approached my study of EFL curriculum reform from a reconstructionist 
perspective, as I have given it the name as The Great Leap Forward.  
 
The next item for educators to attend to, according to Fullan (2007), is that of 
‘attend[ing] initially to the three basics’, which are ‘literacy, numeracy and 
well-being of students’ (pp. 44-45). According to Fullan (2007), these three factors 
indicate students’ comprehensive competence in comprehension, reasoning and 
solving problems as part of cognitive achievement. He also argues for the 
development of a healthy outlook with a focus on student well-being, saying that 
these factors underpin education improvement (Fullan, 2007). My research has 
focused on EFL curriculum reform in Chinese secondary schools, where that sort of 
‘literacy’ and ‘well-being’ that Fullan argues for is the focus. While I do 
acknowledge that numeracy is to be considered as one of the literacies taught in 
schools, I have not approached this as part of my research as it is not linked to 
mathematics, or mathematic language, my focus having been on English. 
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The current EFL curriculum reform that I have investigated aims to develop 
students’ comprehensive language competence—their language skills, their 
language knowledge, their cultural understanding, their learning strategies—and 
develop appropriate stances in relation to their emotions and attitudes, in forms 
similar to those suggested by Fullan (2007). The people responsible for designing 
the current reform in EFL teaching and learning in China have devoted some 
considerable attention to students’ all-round development, which in itself may be 
seen as a Leap, especially as it compares with the EFL curriculum of 1993 
discussed in Chapter 6. The current reform also addresses developing students with 
a healthy physique, building healthy outlooks on life and becoming successful 21st 
century citizens as it calls for EFL teaching and learning for citizenship, which 
brings to mind Fullan’s (2007) argument of ‘well-being’ as underpinning effective 
change in education.  
 
An emphasis on ‘literacy’ and ‘well-being’, particularly in relation to citizenship in 
the new EFL curriculum, recalls the aims of reconstructionism, which are to 
develop student awareness of their individual responsibilities to reconstruct a better 
country. In China, the EFL learning engaged by students is to enable them to 
engage challenges brought about by globalization, and through this develop the 
whole country’s capacity for such engagement. This is a concept that sits easily 
alongside China’s socialist and collective socio-political system. I have considered 
this reform which focuses on developing students’ comprehensive language 
competence and enhancing their awareness of citizenship in their EFL learning, as 
suggesting both well-being and literacy, and consistent with Fullan’s (2007) ‘three 
basics’ in relation to his list of elements of successful change. The Great Leap 
Forward in the 1950s put ‘politics to the fore’ (Adamson & Morris, 1997). The 
people behind The Great Leap Forward represented politics as the factor that 
would ensure people’s well being. There was no emphasis on literacy as it was 
regarded as ‘expertise’ (Adamson & Morris, 1997), and people who developed 
expertise in literacy were represented as both selfish and as capitalists who had 
rejected both Marxism and Maoism, great failings under that regime (Ngok & 
Kwong, 2003). I have discussed this in some detail in Chapter 2.  
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Education reform being ‘driven by tapping into people’s dignity and sense of 
respect’ is the third element for successful change listed by Fullan (2007, p. 44). 
Teacher descriptions of their involvement in the reform under study indicate that 
the Central Government has turned its attention to EFL teachers’ roles regarding 
reform, treating this as something to be valued, and supported, as part of the 
implementation of the reform. An emphasis on teachers’ professional development 
indicates that teachers’ roles have been positioned as a priority concern in the 
curriculum reform that China has wanted to implement, and it is a concern that is 
couched in respectful terms in relation to the teachers charged with implementing 
reform. This in turn has sparked EFL teachers’ enthusiasm for participating and 
implementing this reform, as I have discussed in Chapter 6.  
 
This reform also has encouraged EFL teachers to realize changes in pedagogical 
perspectives and behaviours, such as a shift from teacher-centred to student-centred 
classrooms, from grammar-translation to task-based methods and strategies. As 
teachers have made such shifts they have taken up the notion of the central role of 
students in their EFL teaching. I have considered such shifts as part of providing the 
inspiration for students’ enthusiasm for EFL learning. According to de Cremer 
(2002), being the object of concern by others is a form of being shown respect. 
Teachers’ role shifts then indicates that students have been given a form of respect 
as part of the current EFL curriculum reform that has been absent in previous ones. 
It is a feature that Fullan (2007) has suggested, and it is one that has emerged from 
my investigations of the lived experience of the participants.  
 
My research has made visible issues of students’ enthusiasm as influencing 
teachers’ enthusiasm for the reform as an unexpected research outcome discussed 
in Chapter 9, suggesting a sense of mutual respect as a feature of the current EFL 
curriculum reform. It is an issue that has received little attention from education 
scholars, suggesting a further feature of the significance of my research in its 
contribution to providing new knowledge to facilitate a further understanding of 
relationship between students and teachers in curriculum reform. I have identified 
student and teacher interaction as affecting teachers’ lived experience, in particular 
as this relates to their professional development. This is an unexpected research 
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outcome that has emerged from participant EFL teachers’ descriptions of their lived 
experience.  
 
The EFL curriculum as promoting both teachers’ and students’ enthusiasm suggests 
a sense of respect for each other that has emerged from the new approaches to EFL 
teaching and learning that forms part of the reform, a feature which is consistent 
with Fullan’s (2007) description of the third of ten elements of successful change, 
which is ‘the key to people’s feelings and thus to their motivation’ (p. 48). The 
current EFL curriculum reform highlights teachers’ and students’ roles in teaching 
and learning in EFL, suggesting a Leap that directs both teachers and students away 
from traditional teaching and learning approaches. Such moves have indicated a 
sense of disrespect of previous curriculum designers for teachers and students in 
teaching and learning, but at the same time this has also posed dilemmas for them as 
they have been required to take up new roles with the implementation of the new 
curriculum.  
 
It is an issue which raises others in relation to reconstructionism, which recognizes 
both teachers and students as the people who have significant roles to play in 
building a better, more equitable society. It is a perspective that is based on respect 
for both teachers and students as far as a reconstructionist approach to education is 
concerned. The new EFL curriculum intent, then, is consistent with both 
reconstructionist perspectives and Fullan’s (2007) view of successful change as 
being based on respect. As I have described in Chapter 9, students and teachers’ 
enthusiasm is inspired by considerately designed, well-prepared and feasible 
strategies in EFL teaching and learning. The 1950s Great Leap Forward presented 
features of fanaticism, not enthusiasm, in relation to radical and disorder (Bachman, 
1991; Bradley, 1990; Dietrich, 1986), which I have discussed in Chapter 1.  
 
In relation to these three features alone, it is possible to identify a reconstructionist 
feature of the reform, as the overarching goal itself is framed in relation to the good 
of the country as a whole emerging out of the good of individual cohorts of students, 
as part of China’s positioning itself in a globalizing world. In such ways the EFL 
curriculum reform is different from The Great Leap Forward of the 1950s, where 
similar preliminary considerations had not been pursued before policy 
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implementation. Decisions made in relation to what was to be achieved in that first 
Great Leap were hastily made. Major points of difference in the current EFL 
curriculum reform are the details that have been worked out by various education 
authorities, organisations and individuals that have drawn upon existing research 
and knowledge in the economic, political cultural, and education fields. The 1950s 
response was more hurried, ill considered, and hastily implemented, unlike the 
current situation with EFL in China. Both movements were intended to have the 
sorts of reconstructionist outcomes desired by the implementers, but delivered 
different outcomes. My research has pointed to some significant successes of the 
EFL program being implemented in China; research on the 1950s Great Leap 
Forward has not been able to identify this sort of success. 
 
Fullan’s (2007) suggested elements for success in implementing education change 
takes several steps further. He argues that education change, to be successful, needs 
to ‘ensure that the best people are working on the problem’ (p. 44). The 
enormousness of the task of implementing such a reform as the EFL curriculum one 
under study across China has required EFL teachers to assume new roles and to 
adopt new pedagogical practices in Chinese secondary schools. In such ways, EFL 
teachers can be seen as being ‘the best people’ in relation to EFL teaching and 
learning. To this end, an emphasis on teachers’ professional development as an 
important feature of the reform has been raised, having been identified a 
distinguishing feature of it, which I have discussed in Chapter 6. 
 
I have examined participant EFL teachers’ experience in both Site A and Site B. 
Site B teachers say that they have been provided with various professional 
development programs and opportunities and adequate resources for implementing 
the reform in their area. This sort of working environment has been created by the 
local government, and their school allows them to develop as far as those of 
examples of ‘the best people’ in implementing the current EFL curriculum reform 
in that site is concerned. This has not been the case with teachers in Site A. That is 
not to say that the participant EFL teachers in Site A are not ‘the best people’; it is to 
say that those teachers in Site A do not receive the same sort of amount and quality 
of support from the schools and relevant government departments, who are to 
develop them as being ‘the best people’, as that provided for teachers in Site B. 
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Their descriptions of their experience indicate that ‘the right combination of 
strategies and support provided’ by governments and their school (Fullan, 2007, p. 
51), is more completely realized at one site than another, part of strategies designed 
to attract ‘the best people’ to the reform. Differences in the two sites highlight 
problems in relation to getting ‘the best people’ for education change, an important 
aspect of the success or otherwise of the current EFL curriculum reform, for as 
Fullan (2007) argues, ‘Motivated people get better at their work’ (p. 52).  
 
Fullan’s (2007) description of ‘the best people’ is reminiscent of the ideals of 
reconstructionist aims for the betterment of a society, which imply better people as 
well as better institutions and organisations. The current EFL curriculum reform is, 
then, consistent with both Fullan’s (2007) perspective of this element of ‘best 
people’ in relation to successful change as well as with the perspective of 
reconstructionism in that respect. I have compared this feature of the reform under 
study with The Great Leap Forward. As I have described in Chapter 1, that Great 
Leap Forward pursued quantity, rather than quality in what the country was to 
produce, suggesting a focus on more rather than best. It focused on large investment 
and high production, concerning itself with growth rates and high outputs 
(Bachman, 1991),which is different from the concerns of the reform under study. 
An emphasis on teachers’ professional development aims to produce ‘the best 
people’, not more people to implement this reform as another element for 
successful change.   
  
Social considerations form Fullan’s (2007) fifth element in his list of ten items, with 
educators wanting education change being advised to, ‘Recognize that all 
successful strategies are socially based and action oriented—change by doing rather 
than change by elaborate planning’ (p. 44). The Central Government, and more 
specifically, Liaoning Provincial Government, commissioned a team of experts to 
travel the province and consult major stakeholders in the implementation of the 
EFL curriculum reform (see Chapter 9). ‘Elaborate planning’ has been one the 
hallmarks of this reform, as shown by the very fact as such a team discussed in 
Chapter 9.  
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In spite of such planning, the desired results have not been achieved in relation to an 
even and equitable development of EFL competence in students across the province. 
Lesser developed areas, such as those in Site A, report that the policies are being 
implemented, but only with limited success because of the imbalance in resources 
available for them. Lack of adequate teaching facilities has emerged in my research 
as a salient issue which needs to be negotiated by participant EFL teachers in Site A 
as they implement this major reform. These teachers have found it difficult to 
achieve the goals of the reform while they lack modern teaching facilities, 
something which they consider to be an added burden to their professional lives. It 
is a problem to be taken up by political and bureaucratic stakeholders in EFL 
teaching and learning, this need for to implement strategies to change this 
inequitable situation if there are to be the sorts of success required in further 
implementing the reform. 
 
Participant EFL teachers’ descriptions of their experience also suggest that they 
expect a specific series of EFL textbooks designed for teachers and students in 
regions such as their own, which may be described as less developed or remote. 
Teachers’ descriptions of their lived experience in Site A stress that the current 
series of EFL textbooks are not applicable to the EFL teaching and learning needs 
of their students in their regions. They lack textbooks designed with the needs of 
their students in mind. Participant EFL teachers’ descriptions of their experience 
reflect the sorts of reconstructionists’ aims which highlight education as being 
linked with social systems, and where teachers as educators are encouraged to take 
up the role of improving their own education system through their interaction with 
this society (Ozmon & Craver, 2008). I have discussed this in some detail in 
Chapter 4 in relation to issues raised by teachers in Site A. These teachers’ 
descriptions of their experience identify the lack of textbooks designed for their 
students as an integral of issue of ‘elaborating planning’ in the new curriculum 
reform, but they have not had the benefit of ‘action oriented’ support for that 
planning, recalling Fullan’s (2007) view of acknowledging successful strategies as 
being ‘socially based’, and ‘action oriented’ in his list of elements of successful 
change (p.44). The Great Leap Forward in the late 1950s embraced what is referred 
to as ideological absolutism (Hunnum, 1999), a system under which people who 
had what were called ‘political errors’, such as discontent, would be prosecuted for 
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such a political crime (Adamson, 2004, p. 37). The prosecutions came to be known 
as ‘The Persecutions’ in the late 1950s (Adamson, 2004, p. 37). People were 
inclined to be absolutely obedient and seldom to speak out in relation to social 
problems. I have considered the reform under study as different from The Great 
Leap Forward as EFL teachers have expressed own attitudes to the reform 
implemented, making it clear that there are problems to be engaged, and doing so 
with no suggestion of any restraint or otherwise as they do this. It is not an issue for 
them. They are neither urged to nor discouraged from making their views known. 
What is more, these views may be drawn upon by governments to improve this 
reform further. Participant EFL teachers’ descriptions of their experience show the 
significance of Fullan’s (2007) item of ‘socially based’ and ‘action oriented’ 
strategies’ (p. 44) on the list of elements of successful change.  
 
I have discussed teacher concerns regarding a new assessment system as part of the 
reform under study in detail in Chapter 6. Participant EFL teachers’ descriptions of 
their experience indicate that EFL teaching and learning in their areas is still 
predominantly influenced by examination-oriented education, particularly in Site A. 
Their experience suggests that a thorough reform of the assessment system has not 
occurred in their regions, something which EFL teachers have considered a key 
factor influencing their implementing the reform. It is an issue to be addressed by 
EFL teachers and other stakeholders in North East China, particularly in those 
regions such as Site A. These are issued raised mainly by teachers in Site A, and do 
not figure as prominently in Site B. Teachers in Site B suggest that ‘elaborating 
planning’ for the reform under study has achieved its desired effect in their area by 
being supported by ‘action oriented’ strategies, which is consistent with this item on 
Fullan’s list of elements of successful change. 
 
Participant EFL teachers’ descriptions of their experience in both Sites A and B 
indicate an issue of concern in relation to a reconstructionist issue of inequality 
being the very thing that is to be eradicated through an education system or program. 
This reform is consistent with reconstructionist perspectives that focus on change as 
occurring socially and culturally, with reformers seeking solutions to existing social 
problems through education, which I have discussed in Chapter 4. This feature of a 
reconstructionist view suggests that ‘action oriented’ strategies occur within a 
 264 
social world, influenced by a social culture. This is consistent with Fullan’s (2007) 
view of ‘socially based and action oriented’ as one of the elements of successful 
change. EFL teachers and the other stakeholders are expected to take up such issues 
in their further implementing the reform under study, and I have considered these 
issues as having implications for further research.  
 
The Great Leap Forward in the 1950s intended to make contributions to economic 
development, particularly to industrial development, shown in its grandiloquent 
claims and radical planning, as I have discussed in Chapter 1, and seen in the 
economic collapses of the time. The reform under study is different from that Great 
Leap Forward as it has been initiated and implemented on the basis of ‘elaborating 
planning’ and ‘doing’ (Fullan, 2007, p. 44). I have discussed ‘elaborating planning’ 
in the new EFL curriculum intent and its features in Chapter 6, and ‘doing’ in 
examining participant EFL teachers’ descriptions of their experience of 
implementing the reform in subsequent chapters. I have considered that this reform 
suggests the substance of Fullan’s (2007) fifth element of successful change, by 
‘doing’ as well as ‘elaborate planning’ (p. 44). 
 
I have examined some of the problems which participant EFL teachers say that they 
have faced in their implementation of the new EFL curriculum, and may continue to 
face as the reform is further rolled out across the country. I have considered that 
stakeholders have not yet given the sorts of fine and detailed consideration to such 
issues which teachers will be expected to engage further in implementing the 
reform. I have identified these issues as ‘initial problems’ suggested by Fullan 
(2007), who argues that education reformers are to ‘assume that lack of capacity is 
the initial problem and then work on it continuously’(p. 44). My research has then 
suggested an area for further scholarly research regarding EFL curriculum reform 
and associated teaching and learning in China.  
 
Participant EFL teachers’ descriptions of their experience indicate that the 
professional development provided for them to implement the reform successfully 
has been overlooked in Site A. This is an issue that has presented in what they have 
described as being inadequate pre-service and professional development programs. 
Policy and curriculum documents have articulated a particular need for teacher 
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professional development training programs to strengthen particular groups of EFL 
teachers’ grasp of the reform, especially in less developed or remote regions in 
China, such as in North East China. The programs have been described as being 
required to address EFL teacher knowledge bases. This is the case particularly in 
relation to subject-matter knowledge in new approaches to EFL pedagogy, so that 
teachers may obtain a deeper understanding of the meaning of the reform they are to 
implement. Such professional development program delivery would tend towards 
the promotion of equity between rural and urban areas, assisting EFL teachers in 
successfully implementing the reform. This is part of participant EFL teachers’ 
descriptions of their lived experience of being charged with implementing the 
reform, and this is still to be negotiated by them.  
 
As far as a reconstructionist perspective is concerned, a lack of focus on teacher 
professional development has the potential to work in negative ways in relation to 
advancing the English language competencies of students. Policy statements and 
curriculum documents specify the skills to be developed in students, and the 
strategies to be employed by teachers, but the ways in which they have been 
grounded in their profession means that much still needs to be done, particularly in 
relation to teachers in Site A. In this case, ensuring that adequate professional 
development is implemented is ‘the initial problem’ requiring attention and to be 
worked on constantly. Participant EFL teachers’ descriptions of their experience 
suggest the importance of this sixth item on Fullan’s (2007) list in determining the 
success or otherwise of the reform under study. 
 
The Great Leap Forward launched by China in the late 1950s did not recognize 
itself as having any ‘lack of capacity’ in relation to taking up ‘the initial problem’ 
identified by the movement. I have considered that Great Leap Forward as being 
based on fanaticism, which expected a shift immediately from socialism to 
communism without thoughtful consideration. The current EFL curriculum reform 
has allowed a public acknowledgement of ‘lack of capacity’ in implementing the 
reform. It has instigated a pilot set of processes which have been expected to 
identify and deal with issues in relation to ‘lack of capacity’ which would be 
addressed as EFL curriculum implementation proceeded. I have discussed such 
issues in Chapter 6.  
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According to Fullan (2007), an emphasis on leadership is necessary when starting 
an education reform, particularly in response to poor engagement by students in 
education programs. He suggests that education leaders need to ‘stay the course 
through continuity of good direction by leverage leadership’, arguing that that they 
are to address ‘developing the leadership of others in the organization in the 
interests of continuity and deepening of good direction’ (p. 59). This is Fullan’s 
(2007) seventh element on the list. 
  
The current EFL curriculum reform has given attention to principals’ professional 
competence and expertise, which I have discussed in Chapter 9. Principals are 
expected to translate policy statements and curriculum documents into assisting 
EFL teachers in EFL curriculum implementation. Participant EFL teachers’ 
descriptions of their experience Site B exhibit a positive sense of the principal’s role 
in that site. The negative feature of the lack of principals’ expertise emerged from 
teachers’ descriptions of their experience in Site A is an unexpected outcome of my 
research. This outcome suggests that it is an influential factor in need of address 
because it has had negative affects on participant EFL teachers’ efforts on 
implementing the reform. My review of the literature has indicated scholars’ foci on 
the role of competent principals in education reform in taking up challenges and 
complexities involved. The literature shows an inattention to aspects of negative 
influences that principals’ lack of expertise may have on teachers’ efforts in the 
implementing reform. I have then urged that such issues be highlighted and 
investigated further in the Chinese context, in North East China in particular.  
 
A reconstructionist focus on education reform emphasizes the role of schools in 
effecting wider social change. It is a perspective that is consistent with at least one 
strategy of the EFL curriculum reform, that of decentralization, where national, 
local and school level leadership is required to engage successfully in new 
curriculum implementation (Ministry of Education, 2001d). The Great Leap 
Forward of the 1950s ignored the development of ‘the leadership of others’ (Fullan, 
2007, p. 59), embracing the leadership of the Central Government in China at the 
time, ignoring input from other levels of leadership. The new EFL curriculum 
reform engages not only the leadership of the Central Government, but also that of 
the leadership at provincial, local and school levels as part of a new focus on 
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decentralization, discussed above and in Chapter 9. The EFL curriculum reform 
further suggests another insight of Fullan’s (2007) seventh element in his list of 
successful change in relation to ‘leveraging leadership’ (p. 44).  
 
Fullan’s (2007) eighth element in successful change is to ‘build internal 
accountability linked to external accountability’ (p. 44), allowing public scrutiny of 
education change. My research has gone some way towards dealing with this aspect 
of Fullan’s suggested elements of successful change. To begin with, I have taken up 
implications of issues of glocalization in relation to distinct local features in the 
context of globalization, as is the case with the different responses to policies in 
relation to the reform under study in China in general and in North East China in 
particular. My research confirms Hu’s (2007) suggestion, ‘Given China’s immense 
regional economic, social, and educational disparities, studies still need to be 
conducted on policy implementation in different provinces and regions’ (p. 374). I 
have argued that it is with such public scrutiny and professional conversations 
between educators and education stakeholders, and public debates on such issues as 
they are played out in schools, that the EFL curriculum reform has an increased 
chance of success. The sorts of silences around the outcomes of various policies 
delivered for The Great Leap Forward in the late 1950s and the general reluctance 
to discuss such matters (Bachman, 1991; Dietrich, 1986), was a feature of that 
movement that is absent in the case of highly visible EFL programs conducted in 
secondary schools in China, and the highly vocal demands of parents who want the 
best for their own children in relation to this.   
 
In the context of one child policy in today’s China, parents’ expectations and their 
efforts in relation to their children’s EFL learning, which is tied to their concern 
about EFL teaching, stem from China’s competitive learning contexts in China, 
expressed in its public examinations system. Parents’ expectations for their children 
have given EFL teachers’ indirect support but also pressure, which have played an 
influential role in teacher implementation of the reform. These have emerged from 
teacher descriptions of their experience, particularly from those in Site B. From a 
reconstructionist perspective, parents’ expectations for their children are 
manifested not in individual behaviors, but in community-oriented promotion of 
social benefit. EFL teachers’ descriptions of their experience have included their 
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responses to perceived expectations by parents. I have taken this up as an influential 
factor to be negotiated by teachers as it has emerged from participant EFL teachers’ 
descriptions of their experience discussed in Chapter 9. I have considered that 
parents’ expectations that have developed out of China’s one child policy have 
generated tensions which EFL teachers have experienced and had to deal with as 
part of their professional lives, between support on one hand and pressure on the 
other, in implementing the reform under study. 
 
Fullan (2007) suggests that education reformers need to ‘establish conditions for 
evolution for positive pressure’ (p. 60) to ensure successful education change.  
Participant EFL teachers, particularly those in Site B, have described other 
stakeholders’ support as being represented by their students’ enthusiasm, parents’ 
expectations, understanding and support, their principals’ expertise, and 
governments’ strategies. Such factors combined have created an appropriate 
environment for participant EFL teachers in Site B to implement the reform 
actively, ‘taking all the excuses off the table’ as suggested by Fullan (2007, p. 61).   
 
A number of participant EFL teachers in Site A report a different experience, 
represented in students’ low achievement levels, a lack of adequate facilities, a lack 
of relevant textbooks, an examination-oriented education, and inadequate 
professional development. Such are the issues that EFL teachers in Site A have 
faced, and continue to face, in their implementing the reform, suggesting that 
governments in Site A have not been successful in establishing appropriate 
conditions for these teachers. I have, then, suggested that relevant governments take 
these issues into consideration for further curriculum implementation. It may be 
that if this is done, positive pressure ‘may be irresistible’, as suggests by Fullan 
(2007)  (p. 61), as has already occurred in Site B, and may be anticipated to 
continue to occur, as discussed in Chapter 9. Such a consideration is consistent with 
reconstructionist perspectives of constant improvement and development in order 
to achieve growth and the best possible conditions for social improvement. 
Participant EFL teachers’ descriptions of their experience indicate that they have 
felt a sense of positive pressure when being provided with an appropriate teaching 
and learning environment (see Chapter 9). These teachers’ descriptions of their 
experience also suggest that the reform is different from The Great Leap Forward 
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in the 1950s. That Great Leap Forward occurred in times of unrest in the early 
stages of China’s establishment as a modern nation-state, concerned as it was with 
massive reallocation of resources, and those resources included people (Dietrich, 
1986). In the late 1950s, China attempted to shift rapidly from a socialist to a 
communist society, where it focused more on the collective than on the individual, 
ignoring the role individuals might play in social reconstruction of that type. Such 
attitudes developed a negative pressure on individuals that pervaded the whole of 
Chinese society (Bachman, 1991). The EFL curriculum reform has turned to 
concerns about individuals and individuals’ personal development, something 
which has generated a positive pressure on teachers as they go about their 
professional duties. This in itself is consistent with the ninth item on Fullan’s (2007) 
list which deals with this sort of positive pressure. 
 
The implications of my research are consistent with Fullan’s (2007) tenth element 
of successful change: ‘Use the previous nine strategies to build public confidence’ 
(p. 44). My argument is that a successful reconstruction of EFL curriculum in China 
will be based on careful attention to fine-grained details such as those that have 
emerged from my research, where a detailed examination of two sites has 
highlighted differences between schools that emerge when such fine details are 
engaged. The broad brush strokes of Central policy- making provide a general 
picture of issues dealt with in general ways. Details of implementation at classroom 
levels provide indicators of the strength of policy in generating reform, or not.  
 
My research contributes to education research in general as I have undertaken an 
empirical study of salient issues in relation to the reform under study. I have arrived 
at the end of writing this thesis, at which point I would like to use a quote from one 
participant EFL teacher’ description of her experience. Her comments on the 
reform under study further confirm my understanding of that reform, stressing as 
she does its differences from The Great Leap Forward: 
 
To be honest, in fact, as a classroom teacher, I think the new EFL curriculum reform can be 
recognized as a Great Leap and has achieved more and more substantial results (Ju). 
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Appendix I 
 
 
 
 
Questionnaire for English as a Foreign 
Language (EFL) teachers 
 
Dear participant 
Please find below a questionnaire which you are invited to complete designed to help me to 
complete part of my PhD Project titled A Great Leap Forward: EFL Curriculum Reform, 
Globalization and Reconstructionism— A case study in North East China. Should you 
accept the invitation to complete the questionnaire, please note that your anonymity and 
confidentiality is assured and you will not be disadvantaged. For most of the questions, you 
need to tick the box or provide an answer that best reflects your view for each item. 
Occasionally, you will need to fill in the blanks with words or figures. Please do not leave 
questions unanswered. Thank you very much for your participation. 
 
 
Part A: About your background  
 
1. Fill in these blanks  
 
        A. Name of participant: ____________    
        B. Location of school: _______ (city) ______ (county) 
        C. Name of school: ______________  
 
2. What is your age? (Tick one most appropriate answer to your age group) 
 
 20-24 
 30-34 
 40-44 
 50-54 
 25-29 
 35-39 
 45-49 
 55-59 
 
3. When did you start learning English? (Please tick one most appropriate answer) 
 
 Before primary school 
 In junior secondary school 
 In university 
Other (please specify)________ 
 In primary school 
 In senior school 
 During work 
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4. How many years have you taught in secondary schools? (Please tick one most 
appropriate answer) 
 
 4 years or less 
 10 to 14 years 
 20 to 24 years 
 31 years or more 
 5 to 9 years 
 15 to 19 years 
 25 to 29 years 
Other (please specify)_____ 
 
5. What is your highest degree? (Please tick appropriate answer) 
 
Teaching certificate or diploma  
Master degree 
Other (please specify)______ 
 
 Bachelor degree 
 PhD degree 
 
 6. Does your department have the following resources to support language 
teaching? (You can tick more than one answer) 
 
Wall map 
 Computers 
 Library or reading room 
 Video player and CDs 
 Computer software for language learning 
 Overhead projectors 
 Video projectors 
 Internet access 
 Cassette recorders and tapes 
Other resources (please specify) _____ 
 
7. Is there currently a shortage of teachers in your department? (Please tick one 
most appropriate answer) 
 
 Yes, a serious shortage. 
 Yes, but we can still manage 
 No shortage. 
 No, we have more teachers than we 
need. 
 Other (please specify)______ 
 
 
8. Where did you learn English? 
 
 
 In China 
 
 in countries where English 
is the native language 
 in other countries 
 
9. Tick one appropriate answer 
 
Gender 
 Female    Male 
 
10. Have you traveled overseas? 
 
 Yes, regularly 
 Yes, some of the time 
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 No 
 
 
Part B My attitude toward the latest EFL curriculum reform conducted in my school 
(Please tick one most appropriate answer) 
 
 Strongly 
agree 
Agree Slightly 
agree 
Slightly 
disagree 
Disagree Strongly 
disagree 
1. I have liked this EFL curriculum reform 
conducted in my school.       
2. I have liked task-based teaching in my 
English class.       
3. I have liked the content on intercultural 
awareness within the new textbooks.       
4. I have liked the English Curriculum 
Standards designed for secondary schools.       
5. I have liked much of the time in the 
classroom being spent in interactive 
activities. 
      
6. I have liked the new textbooks designed 
for secondary school students.       
7. I have liked the updated content 
presented in English Curriculum 
Standards 
      
8. I have liked the challenges coming from 
this curriculum reform.       
9. I have liked English teaching related to 
English Curriculum Standard.       
10. I have liked the relevant teaching and 
learning materials (excluding students’ 
textbooks and teachers’ instruction 
books). 
      
11. I have liked more discussion with my 
colleagues in relation to our English 
teaching. 
      
12. I have liked adjusting my classroom 
teaching to different contexts.       
13. I have liked the relevant research 
activities organized by my school in 
relation to this reform. 
      
14. I have liked more discussion with my 
colleagues in relation to teaching than 
before 
      
15. I have liked the practical content 
presented in the new textbooks.       
16. I have liked the teaching methods in 
the new English Curriculum Standards.       
17. I have liked this curriculum reform as 
having been designed for students’ 
development. 
      
18. I have liked the change in the teacher’s 
role as a guide or director associated with 
this EFL curriculum reform. 
      
19. I have found that the students have 
already improved their language 
competence in using the English 
language, particularly in Speaking and 
Listening.                   
      
20. If there are any other comments that 
you would like to make about your ideas 
about the current EFL curriculum reforms, 
you are invited to write them here 
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Part C My belief about EFL curriculum reform (Please tick one most appropriate 
answer) 
 
 Strongly 
agree 
Agree Slightly 
agree 
Slightly 
disagree 
Disagree Strongly 
disagree 
1. This EFL curriculum reform is a complete 
reform in education ideas.        
2. This latest EFL curriculum was essential 
and significant.       
3. This new curriculum has been able to meet 
different students’ needs        
4. This reform was applied to both teaching 
and learning in my school.       
5. The goals of ECS have been able to be 
achieved and realized in my classroom 
teaching.  
      
6. This curriculum reform was initiated with 
a good lead up time to allow for careful 
preparation for its introduction. 
      
7. Traditional educational ideas have to be 
reformed because they have not been able to 
keep up with social development  
      
8. Previous curricula have not been able to 
match the requirements of the country’s 
social and economic development. 
      
9. This curriculum reform has been aimed at 
improving students’ comprehensive 
competence in using the English language.      
      
10. The relationship between teachers and 
students has been improved with the 
implementation of this reform.  
      
11. Given that the previous curriculum was 
outdated, this current EFL curriculum reform 
occurred at the right time.  
      
12. This reform demonstrates more changes 
than the previous one.       
13. With the latest curriculum reform 
implementation, students will have high 
quality English language competence. 
      
14. This EFL curriculum reform has become 
a priority because of English as the global 
language. 
      
15. This EFL curriculum reform was a 
complete reform in teaching methods and 
content  
      
16. If there are any other comments that you 
would like to make about your beliefs about 
EFL curriculum reform, you are invited to 
write them here 
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Part D My beliefs about globalization (Please tick one most appropriate answer) 
 
 Strongly 
agree 
Agree Slightly 
agree 
Slightly 
disagree 
Disagree Strongly 
disagree 
1. I have heard the term globalization 
before.         
2. Globalization is international cooperation 
or communication.        
3. Nobody can avoid the influences of 
globalization.        
4. Globalization can cause political changes 
such as shifts in policies.       
5. Globalization can influence economic 
development.       
6. Globalization can cause changes to 
domestic cultures.       
7. Globalization can influence the direction 
of education including EFL curriculum.        
8. Globalization can cause new challenges 
for human beings.       
9. Since China has been involved in 
globalization, it has increasingly developed.       
10. It is impossible for the Chinese 
government to stop and reverse further 
globalization. 
      
11. China’s economic reform aims to 
promote further globalization.       
12. Globalization has caused English to be a 
global language       
13. Globalization has caused political 
changes which are embodied in the 
processes of policies making. 
      
14. Globalization has caused English to be a 
priority in China.       
15. If there are any other comments that you 
would like to make about your beliefs about 
globalization, you are invited to write them 
here 
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Part E My Attitude to the relationship between globalization and EFL curriculum 
reform 
(Please tick one most appropriate answer) 
 
 
Strongly 
agree 
Agree Slightly 
agree 
Slightly 
disagree 
Disagree Strongly 
disagree 
1. This curriculum reform was 
implemented in order to match the 
challenges of economic development 
in China. 
      
2. Entry to the World Trade 
Organization and hosting the 2008 
Beijing Olympic Games has placed 
more pressure on the English 
competence. 
      
3. Modernizing EFL curriculum brings 
it in line with changes in the world.        
4. Modernizing EFL curriculum is to 
enhance students’ comprehensive 
language competence 
      
5. Globalization has caused a shift in 
the goals of the EFL curriculum.       
6. This curriculum reform is to meet 
the challenges of globalization by 
means of a shift in education ideas.  
      
7. I know this curriculum reform aims 
to produce students who will be more 
skilled and creative workers for the 21st 
century. 
      
8. I think this curriculum reform is in 
line with trends in the politics, 
economy, culture and education of 
China. 
      
9. Government policies in relation to 
this EFL curriculum reform in the 
context of globalization have been 
released.  
      
10. EFL curriculum reform is one of 
strategies in place to bring educators in 
line with the demands of globalization. 
      
11. If there are any other comments 
that you would like to make about your 
attitudes to globalization and 
curriculum reform, you are invited to 
write them here 
Other comments 
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Part F About your experience as a secondary school student (Please tick one most 
appropriate answer) 
 
English Teaching 
 
 Strongly 
agree 
Agree Slightly 
agree 
Slightly 
disagree 
  Disagree Strongly 
disagree 
1. English teaching in my secondary school 
was teacher-centred, grammar-focused 
teaching. 
      
2. My English teachers often asked us to do 
drill practice in sentences and words.       
3. Instructional language in the classroom was 
mostly English.       
4. English teaching in my secondary school 
was mainly explaining and practising 
grammar rules 
      
5. My teachers often designed activities to 
have us interact in English with peers       
6. Teachers were the major speakers in class 
and we had few opportunities to speak.       
7. English teachers in my secondary school 
allowed us trial-and-error attempts to 
communicate in English. 
      
8. My teachers often corrected students’ 
errors in English class.       
9. My English teachers had limited English 
proficiency.       
10.If there are any other comments that you 
would like to make about your experience as a 
secondary school student, you are invited to 
write them here: 
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English Learning  
 
 
 Strongly 
agree 
Agree Slightly 
agree 
Slightly 
disagree 
Disagree Strongly 
disagree 
1. I did not like my English 
teachers’ teaching methods.       
2. I seldom needed to speak in the 
classroom.       
3. I dared not communicate with 
other students in English during 
class or after class. 
      
4. I appreciated teacher-centred, 
grammar-focused teaching.        
5. I enjoyed taking notes in class.       
6. Teachers were the major 
speakers in class and we had few 
opportunities to speak.  
      
7.  I was afraid of my teachers and 
seldom had any contact with them.       
8. The content in the textbooks 
was dull.       
9. We seldom had listening tests.       
10. I had no extra learning 
materials excluding textbooks.       
11. If there are any other 
comments that you would like to 
make about your experience in 
English Learning, you are invited 
to write them here. 
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Part G About your current experiences as an EFL teacher (Please tick one most 
appropriate answer) 
 
 Strongly 
agree 
Agree Slightly 
agree 
Slightly 
disagree 
Disagree Strongly 
disagree 
 
 
1.English teaching in my classroom has 
been mainly task-based       
2. I have often attempted to design 
activities to have students interact in 
English with peers 
      
3. My focus in classroom teaching has been 
on students’ competence in using the 
English language. 
      
4. I have sometimes explained grammar 
when necessary.       
5. I seldom correct students’ errors in class       
6. I feel that teachers should respect 
students’ personalities, their attitudes and 
their perceptions. 
      
7. I have the competence to meet the 
challenges of the latest EFL curriculum 
reform 
      
8. I have often conducted my classroom 
teaching with reference to English 
Curriculum Standards. 
      
9. My English teaching practice has been 
quite different from that of being a student 
in secondary schools. 
      
10. I have often encouraged students to be 
confident in communicating in English 
      
11. I have a good relationship with students 
and we are like friends. 
      
12. Students have appreciated English as 
the instructional language. 
      
13. Students have found that content in the 
new textbooks has been very interesting 
and challenging. 
      
14. I have good knowledge of theoretical 
bases of language teaching. 
      
15. I have found the updated contents in 
students’ textbooks to be appropriate in 
their application to my classroom. 
      
16. If there are any other comments that 
you would like to make about your 
experience as a current EFL teacher, you 
are invited to write them here 
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Part H 
Do you have other comments on this EFL curriculum reform? If you do, what are 
they? (Briefly explain) 
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Appendix II 
 
 
Interview questions for English as a Foreign Language (EFL) 
teachers (Secondary schools) 
 
I Background 
 
1. Respondent’s Project ID No.:_________________ 
2. Respondent’s name: ___________ Place of birth: ________ 
3. Age: _____  
4. Date: _____ Time: ________ Place of interview:_______ 
__________________________________________________ 
 
II Interview questions 
 
1. Has the new EFL curriculum reform been implemented in your school? 
2. When was this reform implemented in your school 
3. What EFL textbook has your school adopted?  
4. To what extent has your experience of this reform suggested that it has been 
successful in your school? 
5. How do you engage with the new English Curriculum Standards in your 
English classroom practice? 
6. In what ways do you think that teacher-centred and traditional 
grammar-translation lessons dominate English classrooms? 
7. In which ways do you cater for different students’ needs in your English 
classes? 
8. How do students like the current English teaching? 
9. Compared with English teaching before 1993, what have you changed in 
your English practice? 
10. What changes have been presented with in this new textbook compared with 
previous one? 
11. What do you think of the content in the new EFL curriculum reform? 
12. What kind of teaching methods can help students to achieve comprehensive 
competence in using the English language? Please give examples compared 
with the previous one. 
13. What do the students think of the new textbooks? 
14. To what extent do you think is this new curriculum concerned with different 
students’ development? 
15. Do you think this new teaching method is better than before? Why? 
16. To what extent do you feel that you can engage with this EFL curriculum? 
17. How do you understand the term ‘globalization’? 
18. Given your understanding of globalization, in what ways do you think that it 
influences China’s economy? 
19. Given your understanding of globalization, in what ways do you think it 
influences English language teaching and learning? 
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20. Given your understanding of globalization, in what ways do you think that it 
influences China’s education system in general, and EFL curriculum reform 
in particular? 
21. Do you think curricula should keep up with the development of the 
economy? Why or why not? 
22. In what ways do you see the new EFL curriculum being in line with 
economic development in China? 
23. Are you aware of two events in China: the entry to the World Trade 
Organization (WTO) and hosting the 2008 Beijing Olympics? What 
changes do you think these two events might have brought about in China? 
24. Can you see any relevance of any of this in particular to the EFL curriculum? 
Explain why or why not. 
25. Why do you think it is that this EFL curriculum reform is required to be 
implemented at this time? 
26. What do you think of implementation of this EFL curriculum reform? Why 
do you think so? 
27. What would you like your school/government to do to support your 
teaching during the implementation of this reform? 
28. What else do you feel that this curriculum reform might need to improve it 
further, as far as your teaching practice is concerned? 
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Appendix III 
 
The Overall Descriptors for Comprehensive Language 
Competence (Level 1 to Level 9) 
 
Level Descriptors 
1 Students are curious about English and enjoy listening to people speaking 
English. They can: 
 Play games, do actions and activities (e.g. colouring, joining lines) 
according to simple instructions from the teacher 
 Perform simple role plays 
 Sing simple English songs 
 Say simple rhymes and chants 
 Understand simple stories by with the aid of pictures 
 Communicate simple personal information 
 Express simple feelings and attitudes 
 Write letters and words 
 Take interest in foreign cultural customs met during learning English 
2 Students show a sustained interest in and enjoyment of learning English. 
They can: 
 Use simple English greetings and exchange personal information and 
information about family and friends 
 Perform dialogues, songs, rhymes and chants about content they have 
studied 
 Understand and narrate simple stories with the aid of pictures 
 Write simple sentences with the aid of pictures or prompts 
 Participate and cooperate actively and happily 
 Take the initiative to ask for help 
 Enjoy learning about other countries’ cultures and customs 
3 Students show a positive attitude and the beginnings of self-confidence 
towards learning English. They can:   
 Understand short and simple stories about familiar topics that they 
hear 
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 Exchange information about familiar topics (e.g. school, family life) 
with the teacher or classmates 
 Read and understand short stories and other simple written material 
 Write simple sentences with the aid of examples or pictures 
 Take part in simple role plays and activities 
 Attempt to use suitable learning strategies to overcome difficulties 
encountered during study 
 Identify cultural differences that are present when communicating in a 
foreign language 
4 Students can identify their own learning needs and targets and are fairly 
self-confident about learning English. They can: 
 Listen to and understand dialogues and short stories in everyday 
communication 
 Communicate information and simple opinions about familiar 
everyday topics 
 Write brief and simple letters 
 Attempt to use different educational resources 
 Gain information from oral and written materials to extend their 
knowledge, solve simple problems and describe results 
 Help each other to overcome difficulties encountered during learning 
 Plan and arrange sensible learning activities 
 Actively explore learning strategies suitable for themselves 
 Take note of cultural differences between China and other countries 
during study and communication 
5 Students show clear motivation and a positive, active attitude towards 
learning English. They can:  
 Listen to and understand the teacher’s statements about familiar topics 
and take part in discussions 
 Exchange information with others and express opinions about various 
topics in daily life 
 Read and understand texts, newspapers and magazines suitable for 
Grades 7 – 9, overcoming the barrier of unknown words to understand 
the main ideas   
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 Use appropriate reading strategies according to the purpose of reading 
 Draft and edit short compositions according with the aid of prompts 
 Cooperate with others to complete tasks, solve problems and report 
results 
 Assess their own learning and summarize their own learning style 
 Make use of a wide variety of resources 
 Further increase their understanding and awareness of cultural 
differences 
6 Students show further motivation to study English and a growing 
awareness of autonomous learning. They can:  
 Understand the viewpoints expressed in oral or written materials and 
state their own view 
 Effectively use oral or written language to describe personal 
experience 
 Plan, organize and carry out a variety of English learning activities 
with the teacher’s assistance 
 Take the initiative to exploit a range of learning resources and gain 
information through multiple channels 
 Adjust their own learning objectives and strategies according to the 
results of self-assessment 
 Understand the cultural background to and connotations of language 
during communication 
7 Students show clear and sustained motivation to study English and a clear 
awareness of autonomous learning. They can:  
 Exchange information, ask questions, give opinions and advice about a 
fairly wide range of topics 
 Read and understand original texts and newspapers that have been 
adapted for senior middle school students 
 Show nascent skill in writing compositions such as notices and letters 
of information 
 Take the initiative to plan, organize and carry out a range of language 
practice activities 
 Take responsibility for using a wide variety of learning resources to 
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promote study 
 Monitor their own learning to continue to form learning strategies 
suitable for themselves 
 Understand cultural differences in communication and further form 
wide cultural awareness 
8 Students show strong self-confidence and ability to learn autonomously. 
They can: 
 Communicate fairly naturally with other English speakers about 
familiar topics 
 Express evaluative comments about the content of oral or written 
materials 
 Write coherent and fully structured short compositions 
 Take responsibility for planning, organizing and carrying out a range 
of language practice activities such as discussion, decision making, 
and reporting experiment and survey results 
 Use the internet and various other resources to gather and process 
information effectively 
 Consciously evaluate learning outcomes and form effective English 
learning strategies 
 Understand the cultural connotations and background during 
communication and adopt a respectful and tolerant attitude towards 
cultures of different countries 
9 Students are autonomous learners. They can: 
 Listen to and understand the main content of speeches, discussions, 
debates and reports on familiar topics 
 Discuss and express their attitudes and opinions about topics of 
universal importance inside and outside China, such as the 
environment, population, peace, development, etc 
 Act as an interpreter in everyday life 
 Make the most of a variety of opportunities to use English for real 
communication 
 Read popular science and literature articles with fairly wide ranging 
subjects with the aid of a dictionary 
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 Use common genres/text types to complete ordinary writing tasks and 
have nascent ability to write in a literary way 
 Expand and enrich learning resources autonomously  
 Display strong global awareness 
 
Adopted from Martin (2005, pp 6-7) 
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